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CHAPTER I 
BACKGROUND OF THE PROBLEM 
Prior to World War II, many educational institutions were conserva-
, tive in nature and therefore hesitant to accept any radically new or innovative 
models of instruction. Shortly after 1945, however, the University of 
Chicago, Columbia College, and Harvard University began investigating new 
curriculum designs, teaching methods, and learning outcomes which marked 
the advent of a more liberal attitude toward curriculum development. In 
1947 the President's Commission on Higher Education emphasized instruction 
in " •.• phases of non-specialized and non-vocational learning which should be 
the common experience of all educated men and women" (Mayhew, 1960, 
p. 46). Cooper (1960) defined general education programs as those that "seek 
to identify among the vast ranges of human knowledge those fundamentals 
essential to the well being of cultivated men" (p. 61). Three common ele-
ments are discussed by the President's commission as essential to all gen-
eral education programs: 
1. Programs cover broad outlines of human knowledge while stressing 
"interdisciplinary courses, teacher importance, transfer of learning, 
and critical thinking." 
2. Almost every program or course seeks "to change human behavior." 
3. General education courses stress "personal adjustment and nonvoca-
tional aspects of life." (Mayhew, 1969, p. 7) 
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·Personal adjustment courses became part of the educational curri-
culum in the late 1940's and early 1950's as a direct outgrowth of the general 
education movement. As a systematic means of implementing the goals and 
purposes of general education, they emphasized elements of student develop-
ment other than intellectual (Hardee and Powell, 1960, p. 79). They were 
organized under many different headings and some psychological subject 
matter was used for basic learning, but the acquisition of cognitive content 
was not the central outcome desired. 
Criticism of these courses was very strong from both faculty and 
.students: 
1. The courses were diluted traditional courses containing no sub-
stance. 
2. They did not prepare students for advanced study. 
3. Faculty did not use methods which involved students with the 
material presented. (Mayhew, 1960, p. 77) 
Due to this strong criticism, the use of the personal adjustment 
courses as a means of implementing general education objectives slowly 
deteriorated to the point of extinction in American higher education. How-
ever, the general education movement remained alive at the community col-
lege level through programs which reflected Wells' suggestion (1972) that: 
There is a need for institutions with interest, initiative, and inde-
pendence to invigorate approaches to general education. The tradi-
tional goals may be retained, but the accepted ways of fulfilling them 
should be revised significantly. The community colleges are in an en-
viable position and possess the vision, vigor, and vitality to respond 
affirmatively with new ideas, new approaches, and new programs. 
(pp. 4-5) 
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Eventually by the late 1960's and early 1970's the community college 
and some four-year colleges and universities responded by instituting dra-
matically new types of personal growth courses. These courses reflected a 
renewed commitment from the educational institutions, especially the com-
munity colleges, to foster the total human development of their students. 
Ht.iman Development courses, and at least fifty-five similar courses, repre-
sent one major community college vehicle which encourages students to 
examine, assess, and develop both intrapersonal and interpersonal life 
skills (Creamer, Pennington, Morgon, and Wesson, 1972). 
Very broadly defined, Human Development courses focus on the 
aspects of affective education: the side having to do with emotions, feelings, 
interests, relationships, attitudes, and values. They deal "essentially with 
the experience of the student as (course) content in an effort to facilitate his 
growth as a learner and person" (Creamer, et al., 1972). In his survey 
Creamer located 120 community colleges offering Human Development 
courses and isolated four specific objectives of these courses: 
1. To develop good interpersonal relations. 
2. To allow one to examine his own values, attitudes, interests, and 
beliefs. 
3. To consider personal, academic, and vocational concerns. 
4. To provide an intensive small group experience. (p. 10) 
- As the facilitators of these courses, student development counselors 
through the years have become recognized as teaching faculty members, have 
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claimed a portion of the curriculum themselves, and have begun to design 
their own courses emphasizing an attitude of concern for the development of 
the person in tlie affective and cognitive domains. Many diverse forms of 
Human Development courses which emphasize different characteristics, ob-
jectives, and practices are now being offered at various community colleges 
to better serve the needs of specific student populations: 
'Ihe characteristic of "offering more than one form of HD course" 
••• denotes an important trend. Multiple HD courses have become 
more widespread as the HD course is adapted to the needs of speci-
fic groups on campus. Another factor has been the development of 
HD course curricula~where each course has a special emphasis. 
(Ludwig, 1973, p. 117) 
Today, however, there is again a need for the continued develop-
ment of new course models which implement these goals but go far beyond 
this framework ~o include a more in-depth and thorough implementation of 
additional Human Development course characteristics, objectives, and 
practices. By continuous investigation of Human Development courses, 
further research must determine the degree to which the different forms of 
these courses actually support changes in attitudes, values, and behavior. 
An in-depth understanding of the course content, teaching methods, and 
learning outcomes of these courses is of paramount importance in any at-
tempt to increase our growing lmowledge concerning the educational value 
derived by student participants. 
Purpose of the Study 
The specific purpose of this study is to analyze changes in selected 
attitudes, values, and certain interpersonal characteristics of students en-
rolled in two Human Development course models at Oakton Community Col-
lege 1n Morton Grove, illinois. In order. to provide sufficient background 
material for a thorough mderstanding of these instructional models, the 
research of Anna Miller-Tiedeman (1972) and Gerard Egan (1970) is presen-
ted as the educational bases upon which these Human .Development courses 
are structured. Inferences are also made as to the possible causes for 
changes which occurred within both models after instruction and difference 
which resulted between both models after instruction. 
HYPOTHESES 
The hypotheses tested in this study are stated in null form. The 
direction of testing is to reject the null hypotheses at the • 05 level of signi-
ficance. The hypotheses are stated as follows: 
1. There will be no significant differences after instruction in students' 
attitudes and values between Model I and Model II. 
2. There will be no significant differences after instruction in students' 
interpersonal behavior between Model I and Model IL 
3. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model I: 
~cision Making. 
4. There will be no significant changes after instruction in students' 
attitudes, values and interpersonal behavior within Model II: 
5 
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Community Formation. 
DEFINITION OF TERMS 
The general description of the Psychology of Personal Growth 
course as stated in the Oakton Community College catalog reads as follows: 
'Ibe focus of thls· course is a personal growth experience. Emphasis 
will be on the increasing awareness of values and other motivational 
' factors that affect 1individuals' personal behavior and promote or in-
hibit their personal growth, through the exploration of various 
theories. Participants in this group experience will be expected to 
deal with their own personal development. (Oakton Community College 
Catalog, 1975-1976, p. 143) 
While both Human Development course instructional models adhere 
to the same course objectives as stated above, the course contents and 
learning experiences for each model are based on two different sets of re-
search theory and practical techniques. 
MODEL I: DECISION MAKING 
The main learning theory utilized in Model I emphasizes a cogni-
tive and intrapersonallearning orientation. The major thrust of this model 
is the identification of attitudes and values, strengths and interests, and the 
mastering of specific decision-making strategies and goal-setting techni-
ques:developed by Anna Miller-Tiedeman. These materials (see Appendix 
B, page 145 for a complete set) were introduced by Model I instructors and 
used by each student in this model. Six course sections of students· (N=75) 
received the following learning experiences: 
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1. Identification and owning of feelings. 
2. Identification and owning of attitudes and values. 
3. Identification and owning of strengths and interests. 
4. Experience in personal decision-making strategies. 
5. Giving and receiving of feedback. 
The Decision Making model emphasizes a direct teaching relation-
ship between the instructors and the students as a necessary element for 
learning the course material. Students learn a developmental model of 
decision making, specific decision-making skills and strategies, and a 
special language which help them identify the location of their own personal 
decision-making powers. Based on these new learnings, students are taught 
the process of long- and short-term goal-setting strategies. The instructors 
of these course sections oriented their teaching methods of this model and 
integrated other instructional materials to facilitate implementation of this 
model. 
MODEL II: COMMUNITY FORMATION 
The general goal of the Community Formation model is the estab-
lishment of an intimate community. A specific set of instructional elements 
are introduced and a specific set of guidelines, called the "group contract, " 
developed by Gerard Egan (1970\ were also used to help foster the forma-
tion, growth, and development of the group. (See Appendix C, page 165 , 
for the complete document of the contract. ) 
Six course sections of students (N=79) received exposure to the 
Community Formation group experience. This model emphasized the fol-
.lowing experiences: 
1. Self-disclosure 
2. Expression of feelings 
3. Support 
4. Confrontation 
5. Response to confrontation 
The leaders of these groups oriented their instructional methods to 
the goals of the Community Formation model and integrated other instruc-
tional materials to operationalize this model. The emphasis of the Com-
munity Formation model was affective in nature and interpersonal in orien-
tation. Students were taught specific interpersonal skills and were encour-
aged to become more sensitive to their own immediate affective experiences 
as they used these skills in relating with other group members. 
LIMITATIONS OF THE STUDY 
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This research was conducted at Oakton Community College in 
Morton Grove, lllinois. The results, conclusions, and recommendations in 
this study are applicable only to community college environments having 
similar student populations and offering similar Human Development courses 
as are presented here. The attitude and value changes recorded in this study 
are measured over a single sixteen-week semester. The attitudinal 
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differences may be lasting or temporary. Further research may study this 
issue over longer time periods and thus uncover more data concerning the 
durability of these changes. The actual behavior of the stUdents within each 
Instructional model was not observed. Assessment instruments were used to 
obtain pre- and posttest data. Inferences were made based on this data that 
actual behawior changes took place. 
All seven instructors based their course content and teaching meth-
ods on the models previously discussed. The operationalizlng of these models 
from session to session varied from instructor to instructor in terms of when 
the lea~ing experiences were introduced. The basic content and objectives 
of each model were introduced during the first few sessions by all instructors. 
Other experiences critical to each model were introduced at varying times 
throughout the semester. For an overview of the times each experience was 
introduced within each model, please refer to the weekly logs of each instruc-
tor in Appendix D, page 170. Research on more uniform and consistent meth-
ods of instructing in these two models might yield a great'er understanding of 
these instructional methods and learning outcomes. 
ORGANIZATION OF THE STUDY 
The actual research material of this study is organized under five 
major headings. A set of resource materials is appended as supplentary 
content to the main body of literature. 
The general background of the problem, the purpose of the study, 
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the significance of the study, the hypotheses, definition of terms, limitations, 
and assumptions are discussed in Chapter one. 
The literature related to the history, development, and changes of 
the Human Development course is di'scussed in Chapter two. 
Chapter three provides a design of the study which includes a re-
statement·of the problem, an in-depth definition of both instructional models, 
a description of the instruments, the hypotheses to be tested, the research 
design, and the method of statistical analysis. 
Chapter four provides a presentation, analysis, and discussion of 
the data collected. 
Chapter five contains a summary of the results, conclusions drawn, 
and recommendations for further research. 
CHAPTER IT 
REVIEW OF THE RELATED LITERATURE: 
THE SMALL GROUP EXPERIENCE 
INTRODUCTION . 
The small group approach to learning is a radical departure from 
the previously discussed traditional modes of instruction. Schein and Bennis 
(1965) describe the small group type of experience as: 
An educational strategy whic~ is based primarily on the experiences 
generated in various social encounters by the learners themselves, 
and which aims to influence attitude and develop competencies toward 
learning about human interactions. Essentially, therefore, laboratory 
training attempts to induce changes with regard to the learning process 
itself and to communicate a particular method of learning and inquiry. 
It has to do with learning how to learn. The laboratory approach 
· · amounts to nothing less (and nothing more) than a revolution in ways 
of looking at how people learn. (p. 30) 
This new theory of learning was developed in 1936 with the work-
shop learning groups of Kurt Lewin and progressed through at least two 
major value shifts prior to the advent of the Humanistic Psychologists in the 
middle 1960's. Initially, small group work concerned itself with training in 
human relations skills in which individuals were taught to observe the nature 
of their interactions with others and of the group process. 
From 1936 through 1948 research by Ronald Lippitt, Ralph White, 
and Kurt Lewin established that the workshop method of teaching and learning 
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was an effective educational method which accelerated the productivity of par-
ticipants as they worked on solutions to practical problems. During this 
period Lewin also experimented with the potential of the small group for 
changing attitudes and behavior while his future associate, Leland Bradford, 
developed improved methods for use in adult education. 
During the summer of 1946, Lewin, Bradford, Kenneth D. Benne, 
and other group-dynamics specialists led a skills-training workshop for local 
civic leaders in New Britain, Connecticut. The research observers met after 
each group session to discuss the group interactions and behavioral sequen-
ces they had observed. Soon all of the participants attended the post-group 
sessions and reported that they were much more interested in the interaction-
al data than in the substantive discussions around which the observations were 
made. They also noted that the observations helped them to understand their 
own behavior and the development of their groups' behavior (Lubin and Eddy, 
1970). These new research findings encouraged Lewin and his associates to 
offer more basic skills-training sessions during the summers of 1947 and 
1948. They chose Gmld Academy in Bethel, Maine, as their cultural island 
based on Lewin's conviction that change was more likely to occur if the usual 
situational pressures which acted to resist change could be ellminated. All 
groups contained one observer who fed back interactional data based on the 
group's behavior. A staff member, referred to as the trainer, also assisted 
the group in evaluatl.n,g the observations made by the observer as well as the 
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data supplied by the participants themselves. These sessions generated 
seven objectives which led to twenty years of experimentation with the prac-
tices and needs of various group organizations: 
1. To learn change-agent skills. 
2. To practice these skills. 
3. To discuss outside and present group problems. 
4. To apply skills in back-home situations. 
5. To gain an objective awareness of self. 
6. To develop a clearer understanding of democratic values. 
7. To learn how to teach change-agent skills to others. (after Lubin 
and Eddy, 1970) 
The following years, 1949 through 1955, are generally referred to 
as Period I in the history of small group research. During this time, spe-
cial emphasis was placed on separating various small group issues such as: 
1. Training participants directly in change-agent skills. 
2. Investigating back-horne applications of laboratory learnings. 
3. Studying the very nature of change itself. 
Much effort was expended through instruction in group-dynamics 
awareness and in group-skills competencies. This era set the stage for 
direct application of these theories and practices in outside agencies and 
institutions in the years to come. 
Period II of small group research, roughly 1956 through 1970, saw 
the expansion of regional agencies designed for the express purpose of_ 
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operationalizing small group methods in education, industry, and in rel1g1ous · 
organizations. In the early 1960's the affective education of the individual 
began to receive greater attention with a corresponding de-emphasis on 
group-level learning. The role of cognition and understanding, however, re-
tained important status during this value shift. Weschler (1962 ), summarizes 
this directional change of small group research: 
Training is no longer primarily a technique for the improvement of 
group functioning, the development of interpersonal skills, the intel-
lectual discussion of human relations problems, or the more surface 
discussion of neurotic manifestations. Training is now pointed ln the 
direction of total enhancement of the individual. Training increasingly 
concerns itself with strengthening of the individual ln his desires to 
experience people and events more fully, to lmow himself more intimate-
ly and accurately, to find a more significant meaning for his life, and to 
initiate or sustain a process of individual growth toward ever-increas-
ing personai adequacy. (p. 13) 
This prophesy wi1nessed the advent of Third Force or Humanistic 
, 
Psychology, a movement which attempted to bring psychological lmowledge 
to bear on the problems people face every day. Severin (1965), Goble (1971), 
and Lair (1972) acknowledge that the basic orientation of Humanistic Psy-
chology is more rightly understood as a proactive attitude toward the person 
than as a distinct area or school of psychology. As Gale states: 
It stands for respect for worth of persons, respect of differences of 
approach, open-mindedness to acceptable methods, and interests in 
exploration of new aspects of human behavior. (Gale, 1969, p. 6, 
quoting the Articles of Association for the American Association for 
Humanistic Psychology) 
The specific concerns of Third Force or Humanistic Psychology are 
extremely hard to describe. Many authors, theorists, and practitioners are 
responsible for the generation of thought and methods constituting the atti-
tudes and mind-set of Humanistic Psychology. Maslow is generally consi-
dered to be a leader in the writing field of Third Force psychology. As he 
states: 
There is precisely one important aspect of this new World view--
that it is a Zeitgeist, a spirit of the age, a change of basic thinking 
along the total front of man's endeavor, a potential change in every 
social institution, in every one of the fields of intellectual endeavors, 
and in every one of the professions. (In Goble, 1971, pp. IX-X) 
Third Force psychology is a name used by Maslow to distinguish 
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the work of Humanistic Psychologists from two other major theories of human 
behavior: Freudianism and Behaviorism. Humanistic Psychology is centered 
directly on individual needs, goals, achievements, and successes. 
First and Second Force psychologies placed scientific emphasis on 
man's shortcomings. Maslow contends that the scientific approach of these 
First and Second Force psychologies is too one-sided and that much can be 
learned about human nature from the subjective as well as the objective ap-
proach. He criticizes psychologists for being too sensitive to the methods of 
the physical scientists whose attitude is that if it cannot be reduced to an exact 
physical or mathematical formula, it is not knowledge. 
Maslow, therefore, begins his Humanistic Psychology with a sub-
jective analysis of what he considers to be essential elements in fostering 
mental health. He admits we can learn much from the study of mental illness 
but we must go beyond pathology to the study of self-actualizing 
16 
persons. A self-actualizing person is one who is more fully functioning and 
lives a more enriched life than does the average person. Such a person is 
developing and utilizing his unique talents to the fullest extent. Some posi-
tive aspects of human behavior are happiness, joy, contentment, peace of 
mind, satisfaction, fun, play, well-being, ecstasy, kindness, generosity, 
and friendship. Humanistic Psychology is a balanced attempt to look at man's 
strengths and wealmesses. It is a psychology which reflects a world view of 
persons as being valuable in their own right because they exist. An indivi-
dual's value, dignity, and worth inhere in the fact that he is a living human 
being with potentialities to be realized. Experiences and environments which 
encourage and foster growth a:te rightly considered to be of value. 
The evolution of humanistic education and the parallel growth of 
Humanistic Psychology 1n the United States have melded together to form 
support for the creation of academic curricula designed to directly effect 
positive changes in interpersonal growth. The Human Development course 
serves as one vehicle through which individuals have availed themselves of 
the opportunity to change their attitudes and values and to develop their in-
terpersonal strengths. 
LEARNING OUTCOMES 
Lieberman, Yalon, and Miles (1973) provide a comprehensive 
overview of the major types of small groups being run today and present 
statistics on the outcomes of these groups. Their research gives strong 
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evidence that the effects of laboratory training are dependent on a number of 
variables, especially leadership style, personality characteristics of the 
participants, participant expectation, and the types of interpersonal inter-
action. He measured the outcomes of seventeen types of small group ex:peri-
ences (N=74) and indicated that over 60% of those who completed the groups 
saw themselves as having benefited. Six months later 10%-20% of this total 
population was less enthusiastic about the positive changes they previously 
perceived, but still maintained a positive attitude toward the experience. 
Lieberman also indicates that: 
The most important and stable areas of change were in Values and 
Attitudes and in Self. Participants were more likely to shift their 
Value structure in the direction of being more change-oriented and 
more growth-oriented. Their self-images moved toward perceiving 
themselves as more lenient, and toward increased congruency be-
tween their idea image and their self. Behavioral changes appeared 
to be less stable. (p. 129) 
Most research efforts which attempt to measure learning outcomes 
agree on a number of conclusions: 
Group theorists have recognized several facets of cognition, in-
cluding sensitivity to the needs of others, breadth of understanding, 
and the capacity to construct alternate means to gaining satisfaction. 
Most experience is a widening and deepening of the sensitivities of 
the learner. (Bradford, Gibb, & Benne, 1964, p. 17) 
Research has been conducted over the past thirty years on the 
small group experience isolating types of learning outcomes which take place 
within the context of the small group. Tgese learning outcomes have been 
measured quite extensively by behavioral scientists in the field of small 
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group work. Glbb (1970) organized research on the effects of human-
relations training in three main areas. By following his major headings, we 
may categorically view some of the significant areas of research which have 
been done in the field to date: 
ATTITUDES AND VALUES: (perceptions 9ffself and others) 
a. Functional attitudes toward self 
b. Functional attitudes towards others 
EXPRESSION AND SENSING OF FEELINGS: 
a. Sensitivity 
b. Managing feelings 
BEHAVIORAL COMPETENCE: 
a. Managing motivations 
b. Interdependent behavior 
ATTITUDES AND VALUES: 
Changes in Perceptions of Self and Others 
Research confirms that laboratory training develops a capacity to 
bridge interpersonal distances and increases an individual's tolerance to 
take in and assimilate new information. This process of ''letting go" also 
increases one's ability to go beyond merely tolerating diversity and fosters 
an actual celebrating of individual differences and value systems; 
This process involves the odyssey of human loneliness and of apart-
ness partially overcome in an association which while firm and 
security-giving, yet enhances and affirms rather than eclipses and 
derogates individual narration and difference. (Bradford, ~·, 
1964, pp. 235-236) 
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Thus, group members actually help each other discover closed 
parts of their own identity and receive self-confirmation. As participants 
reach out and respond to one another, they are able to receive challenges and 
affirmation of their personal assumptions concerning themselves and other 
group members through dialogue. As feelings of personal worth grow, indi-
viduals risk more vulnerability and learn more successful ways of achieving 
personal goals. Members begin to see their cooperative Investment In the 
group as immensely powerful. 
One of the studies which measured changes in attitudes and values 
was one carried on by Betty Meador (1969 ). It was based on a group which 
met for five sessions in one weekend for a total of sixteen hours. The 
Meador studies found that every one of the eight Individuals in the group 
showed a significant degree of movement towards greater flexibility and 
expressiveness. They became closer to their feelln~s, were beginning to 
express feelings as they occurred, were more willing to risk relationships 
on a feeling basis, whereas these qualities had not been characteristic of the 
group initially. 
Clinical evidence reporting changes In self-perception are sometimes 
contradictory. Wedel (1957), Dietterick (1961), and Carson and Lakin (1963), 
for example, report a statistically significant increase after training in the 
ability of participants to predict how they are seen by other participants In a 
ranking or in a semantic differential measure. 
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Stephenson, Erickson, and Lehner (1965) studied four sensitivity 
trainlng groups (N=47) and one control group (N=18) in an attempt to discover 
if any lasting changes in self-perception occurred as a result of participation 
in a five-day laboratory. The experimental and control subjects described 
themselves using a forced-choice Self-Description Inventory on three differ-
ent occasions: immediately before training, immediately after, and six 
months afterward. The authors predicted that self-perception would change 
with training (measured immediately after), but that there would be a tendency 
for these changes to diminish over time (as measured six months after train-
ing). These predictions were confirmed. 
IIi other studies measuring changes in attitudes and values, Valiquet 
(1964) and Bunker (1965) demonstrated that group members who took higher 
and more frequent risks increased 'their scores on the functional flexibility 
scales and lowered their scores on the dogmatism scales. 
A final phase of attitude and value change in small group work is 
the integration stage where subjects synthesize new information~ others 
and affirm self-information !!:2!!! others' feedback. Individuals now begin to 
"· •• synthesize knowledge and final connections between distantly related 
phenomena (and) constantly relate rather than isolate their experiences. " 
(Miller, as quoted by Penelope Gilliat, Sunday Observer, London, January 
30, 1966) 
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EXPRESSION OF FEELINGS: 
Changes in Sensitivity and Management of Feelings 
Sensitivity to one's own feeling and feedback from others has been 
measured by means of various attitude scales. Haiman (1963) found that 
experimental subjects were more open-minded. Bunker (1965) and Harrison 
and Oshry (1967), among others, have found that those who are most open 
to ideas and to expressions of feelings learn most from sensitivity training. 
All research, however, does not bear out significant changes in 
sensitivity and management of feelings of participants in small group experi-
ences. Gold (196i), in fact, found no statistically significant changes, com-
paring experimental with control groups in reactions to the Jourard self-
disclosure questionnaires given three months after training. In the Bmker 
(1965) study there was no significant improvement in the communication of 
feelings, but there were significant improvements in the group members' 
openness to receive the communication of feelings from other group members. 
Bunker also has indicated that small group experiences have caused increased 
sensitivity, :p:tore open communication, and increased sensitivity in role be-
havior. HOwever, as Lieberman (1973) indicates, most evidence supportive 
of the experience is in the form of personal testimonials. 
Greiner (1965) demonstrated that supervisors who participated in 
laboratory training sessions received significantly higher sensitivity ratings 
from their employees when compared to previous employee ratings. Em-
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ptoyees also rated participating supervisors higher in communication skill 
and ability to be empathic. 
Another important dimension in the small group experience is the 
element of self-esteem (or self-acceptance) which is a major catalyst in the 
participant's learning process: 
A person learns to grow through his increasing acceptance of him-
self and others. Serving as a primary block to such acceptance are 
the defensive feelings of fear and distrust. (Bradford, et al., 1964, 
p. 279) 
BEHAVIORAL COMPETENCE: 
Managing Motl vations and Interdependent Behavior 
In a study measuring behavioral outcomes of the supervisors par-
tlcipating in a small group experience, B.mker and Valiquet found increases 
in self-confidence and significant reductions in manifest anxiety. Greiner 
also measured increases in self-confidence of participating supervisors. In 
his long-range study he also reported that his subjects began an aggressive 
program on the job to search for and solve tough problems. They also showed 
increased spontaneity, intensity, tolerant acceptance of disagreement, and 
acceptance of tension as was necessary to solve problems. 
Group members learn flexibility as they shift roles of observer, 
diagnostician, evaluator, actor, and inquirer. The research by B.mker, 
Valiquet and Greiner indicated that participants on the average significantly 
increased awareness of their own behavior and gained more insight into 
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themselves. Using a problem analysis questionnaire, Oshry and Harrison 
found that, after training, participants saw clearer connections between how 
well interpersonal needs are met and how well the work gets done. 
The small group experience has been used at the community college 
level by student development faculty as one effective means for providing 
developmental learning experiences to its diversified population of students. 
While Humanistic Psychology has provided the theoretical framework through 
which the concerns of community college students may be handled, the small 
group experience offers a unique structure through which student develop-
ment instructors may offer students the opportunity and the challenge to 
grow interpers()nally. 
HUMAN DEVELOPMENT COURSE RESEARCH 
UTILIZING THE P.O. I. AND THE FffiG-B 
The Personal Orientation Inventory has been used extensively in 
Human Development course research to ascertain changes in levels of stu-
dent self-actualization. Noll and Watkins (1974) compared differences on 
P. 0. I. scores between thirty-nine college males and forty-four college fe-
males who participated in a type of Human Development course with forty 
males and forty-four females who declined to participate. The results sug-
gested that females seeking such experiences were more self-actualizing 
while males seeking such experiences were less self-actualizing and more 
difficult to work with. Gilligan (1973) also reported significantly higher 
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,p. o. I. scores by fifty-three Human Development course volunteers as con-
trasted with a control sample of fifty-six nonselectors. These studies sup-
port the notion that the more self-actualizing person rather than the average 
individual is likely to seek a Human Development type of educational experi-
ence (Knapp, 1973) •. 
Bebout and Gordon (1972) reported significant increases on five 
p. 0. I. scales of seventy males and sixty-five females who took part in a 
university-sponsored Human Development course. Studies by Seeman, 
Nldich, and Banta (1972) and Nidich, Seeman, and Dreskln (1973) reported 
significant changes on seven P. 0. I. scales of twenty college students invol-
ved in a transcendental meditation program. 
Significant mean changes in the positive direction were obtained for 
the experimental group on the major Inner- Directed scale and the subscales 
of Self-Actualization Values, Spontaneity, Acceptance of Aggression, and 
Capacity for Intimate Contact. No pre- to posttest changes were significant 
for the control group. 
Not all studies reported significant changes in P. 0. I. scores. 
Treppa and Fricke (1972) concluded that the data from their study failed to 
adequately demonstrate the positive effects of a marathon group experience 
using the changes on the P. 0. I. as their base of measurement. The 
Counseling Center Staff, University of Massachusetts (1972), evaluated the 
results of a Human Development course program using the P. 0. I. and failed 
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to demonstrate positive results. 
Haygood (1974) used the P. 0. I. to determine if student development 
Instruction at an urban community college in the Southwest influenced student's 
Self-Actualization, Existentiality, Self-Regard, Self-Acceptance, Capacity 
for Intimate Contact, grade-point average, and authoritarian attitude. He 
found no significant posttest differences between the control group and the 
experl_mental group on these scales. 
Trueblood and McHolland (1971) reported the effects of the Human 
Potential course at Kendall College in Evanston, lllinois. The P. 0. I. was 
administered twice to two groups of the junior college students. The experi-
mental group consisted of thirty-three students while. the control group con-
sisted of sixty-two students. The course ran the entire length of the fourteen-
week semester. The resulting analysis showed that a significantly higher 
number of students changed in a positive direction in the experimental group 
than in the control group. Students in the experimental group made signifi-
cant changes from pre- to posttesting on the subscales of Self-Actualizing 
Value, Existentiality, Self-Regard, and Nature of Man-Constructive. 
Young and Jacobson Cl970) found significant increases on the Self-
Actualizing Value scale of students who participated in a fifteen-hour mara-
thon group experience in a small college setting. GJ.inan and Foulds (1970) 
reported significantly positive changes on seven P. 0. I. scales of relatively 
"normal" college students following a voluntary thirty-hour weekend marathon 
experience. The scales were: Inner-Directed, Existentiality, Feeling 
Reactivity, Spontaneity, Self-Acceptance, Acceptance of Aggression, and 
Capacity for Intimate Contact. No changes for the control group reached 
significance. 
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Alperson, Alperson, and Levine (1971) reported long-term effects 
of a marathon encounter group experience of thirty-two student volunteers. 
Significantly positive increases in six P. o.r .... scores resulted for the experi-
mental group while the control group increased in only one subscale: Feeling 
Reactivity. The six scales which increased wer:e Time-Competence, Jnner-
Ilrected, Existentiality, Self-Regard, Self-Acceptance, and Acceptance of 
Aggression. 
Reddy (1973) demonstrated that sensitivity training group partici-
pants exhibited changes in measures of self-actualizing at different times. 
While some participants showed significant gains in self-actualizing at the 
close of the laboratory, others exhibited major gains after returning to their 
usual environment. Reddy also showed that participants who experienced 
higher levels of anxiety during the laboratory did not exhibit changes on the 
P. 0. I. at the laboratory. 
Kimball and Gelso (1974) concluded that significant P. 0. I. changes 
occur more frequently in studies reporting highly-experienced group leaders 
and a minimum of fifteen hours of group time. 
Walton (1973) measured the learning outcomes of two humanistic 
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·psychology seminar models. Students in the experimental group received 
didactic content instruction and fourteen one-hour-long personal growth group 
sessions. The control group students received lecture-instruction concerning 
counseling concepts and counseling procedures for furthering self-actualizing 
with no systematic training experience. The experimental group increased 
significantly on the five P. 0. I. scales of: Inner-Directed, Existentiality, 
Spontaneity, Self-Acceptance, and Capacity for Intimate Contact. The con-
trol group increased scores significantly only on the Nature of Man scale. 
Byrd (1967) also· compared two distinct encounter-training techniques. 
Significantly greater increases weee obtained for the experimental group 
(i'creative risk taking") on five P.O. I. scales (Inner-Directed, Self-Actualiz-
ing Values, Spontaneity, Nature of Man Constructive, and Acceptance of 
Aggression) as contrasted with the standard sensitivity training control group. 
Winecoff (1973) measured 117 Oakton Community College students 
enrolled in a highly affective learning experience (Human Potential Seminar) 
on attitudes and value changes and fol.Uld increases, though not significant, in 
levels of self-actualization on both experiemental and control groups. Wine-
coff hypothesized, however, that since teachers of controls were also affec-
tively oriented, their approach influenced the affective development in their 
students. 
Human Development course research by Whitehurst and Farnell 
(1974) at Houston Community College in Texas measured changes in self-
awareness, self-understanding, and behavior. Ninety students enrolled in 
a three-hour, fifteen-week, Human Development course responded to the 
Personal Orientation Inventot?y and a specially designed Perception of 
Problem-Solving and Decision-Making scale as pre- and postmeasures. 
Scores on Inner-Direction, Self-Acceptance, Self-Regard, Capacity for 
rnttmate Contact, Spontaneity, Existentiality, Acceptance of Aggression, 
Self-Actualizing, and Time Competency increased significantly. 
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'The eighteen studies previously cited show a consistent pattern of 
positive learning outcomes in Human Development-type experiences using the 
P. 0. I. as a measuring instrument. Significant increases in P. 0. I. scores 
occurred most frequently within the experimental groups. 
'These findings supported the hypothesis that personal growth groups 
.are predictive of psychological growth as defined by the P. 0. I. Most studies 
report significant increases on the Inner-Directed and Spontaneity scales. 
Other frequently-observed increases were in the Existentiality, Acceptance 
of Aggression, and Capacity for Intimate Contact scales. Increases in Time-
Competency, Feeling-Reactivity, Self-Regard, Nature of Man, and Synergy 
reached significance in less than half of the studies reported. 
THE FIRO-B 
Schutz and Allen (1966) studied behavioral changes made by seventy-
one participants during and after the 1959 Western Training Laboratory in 
Human Relations. The FIRQ-B was administered at the beginning, at the end, 
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and six months after the laboratory experience. Similar measurements were 
taken on a control group. 
Experimental group members' FIRG-B scores changed significantly 
on the affection wanted scale while the scores of control group members re-
mained stable. Although these results were statistically significant, the 
~; 
L correlation between actual behavior and the FIRQ-B scores is not lmown. 
t: The data did suggest, however, that participants maintained behavioral 
changes at least six months after the initial group experience. 
Hippie (1973) measured interpersonal changes between forty male 
and thirty-nine female small group participants using the FIRQ-B question-
naire. He rejected the hypothesis that female group members make slg-
nificantly greater personal growth gains than males as a result of participa-
tion in a human relations laboratory. Hippie found: 
A total of six different items on the IRRS ••• and none on the FIRO-B 
or SDQ were Significantly different when males were compared to fe-
males. The changes in the positive direction of the IRRS items could 
well be accounted for by chance. The significant others who evaluated 
the participants in the back-home situation also found no differences 
between males and females. (p. 163) 
Hippie concluded, therefore, that his results supported the conclu-
sions drawn by Lieberman, Yalom, and Miles that there are few, if any, 
differences between male and female participants. 
Slaten (1973) studied the effects of two small group laboratory 
courses at Washington State University using the FIRQ-B questionnaire. A 
comparison of the Human Development course with a .. traditional lecture and 
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and discussion type course revealed no significant learning outcomiS differ-
. ences on measures of interpersonal relationships. 
Theodorou (1976) compared the affective outcome of eighty-nine 
students enrolled in Human Development courses at Moraine Valley Com-
munity College in Palos Heights, illinois, with 128 students in a control 
group. The results demonstrated no significant differences between the ex-
perimental groups and the control groups on the FIRQ-B scales. 
In his outcome studies of seventeen different types of encounter 
group models, Lieberman (1973) used the FIRQ-B questionnaire to measure 
the preferred interpersonal styles of the group participants. Of the eleven 
subjects who dropped out of the study, all were found to have scored signi-
ficantly low in expressing interpersonal control. They were reported to be 
significantly less controlling of others. They also appeared on the FffiQ-B 
to express and accepfless affection from others than subjects who remained 
in the groups. 
No great amount of interpersonal difficulties existed among parti-
cipants at the onsetofLieberman's study. His conclusions also consti~te 
no strong case for stating that the encounter group experiences helped par-
ticipants relate more closely with others. 
No differences obtained, for example, in the degree to which parti-
cipants and controls viewed their interpersonal environments as 
providing opportunities to be honest, sharing, trusting, and in deep 
contact with others. Neither were there experimental-control dif-
ferences in emphasis on intimacy as a feature of interpersonal 
relationships, or on FIRO measures of expressed and wanted 
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affection. (Lieberman, ·1973, pp. 220-21) 
The P. 0. I. was chosen as an appropriate instrument because it 
attempts to measure significant changes in selected attitudes and values 
which are isolated and explored in the two instructional models. The instru-
ment also has a growing tradition in the literature as a valtd and reliable 
measuring device for Human Development types of experiences. 
The FIRO-B does not share the same sensitivity to interpersonal 
change as the P. 0. I. does to changes in attitudes and values. Nor does it 
have as rich a history in the literature as being the instrument of choice for 
measuring interpersonal change in a Human Development course. The instru-
ment was chosen, however, as a potential indicator of the depth and intensity 
of the Human Development course experiences. If significant changes actually 
did occur in any of the FIRQ-B dimensions, it might be a sign that the learn-
ing experiences presented in the instructional models actually were quite 
powerful and deeply meaningful to some students. Pernin (1970) and Zucker 
(1967) state that personality characteristics, such as those measured on the 
FIRO-B, are stable and that people do not change readily. Most individuals 
have permanent modes of behaving (character traits) which act as obstacles 
to the development of insight that might otherwise assist in change of behavior. 
The research seems to indicate that only a drastic change in environment will 
exert an important impact on personality to bring about changes in behavior. 
The review of the literature seems to indicate that the P. 0. I. in-
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strument is· sensitive to changes in attitudes and values influenced by Human 
Development course experiences. The FIRQ-B inventory does not seem to be 
as sensitive an instrument in recording interpersonal changes influenced by 
these eXperiences. The use of these two Instruments may obtain results 
indicating the intensity and parameters of the two models of instruction under 
study. 
ESSENTIAL ELEMENTS OF A MODEL 
HUMAN DEVELOPMENT COURSE 
As the previous review of the literature has shown, there is a need 
.for research on the various Human Development course models which empha-
size the implementation of different course characteristics, objectives, and 
practices. . The items outlined in Table I represent the mainstream Human 
~velopment curriculum of 120 community colleges as surveyed by Ludwig 
(1973): 
The characteristics showing the greatest desirability were "students' 
experience" and "academic credit." These characteristics of the 
Model HD course show that the study of personal experience has been 
validated in the community college curriculum. The necessity for 
"small class size" and application of ''basic encounter process" follow 
logically as characteristics of the HD course which would encourage 
sharing of personal data in the classroom •••• The three HD course 
objectives showing the greatest desirability were "personal develop-
ment," "supportive environment," and "personal change." .•• The 
four (practices) receiving the greatest desirability ratings were all 
purposes of group process: ''build trust, " "increase self-m§lghf, " 
and "encourage risk taking. " (pp. 114-118) 
Each Human Development course instructor emphasizes various 
characteristics, objectives, and practices based on his or her instructional 
TABLE 1 
lDfAN DEVELOFMENT ELEMENTS (after Ludwig, 1973, edited) 
CHARACI'ERISITCS 
1. Student's experience as course content 
2 • Academic credit given for course 
3. Class size kept small 
4. Basic encounter process applied in the course 
OBJECTIVES 
1. To encourage personal growth and development 
Z. To create a supportive environment where the student may 
learn skills in comnunicating with others 
3. To provide students with a positive alternative to the 
traditional class 
4. To help the student plan personal change using his strengths 
and abilities 
5. To establish a reference group where the student may openly 
e~~ress.his concerns 
6 • To provide a place where the student rray test his behaviors 
PRACTICES 
1. Course open to all full and part-time students 
Group Process used: 
2. To increase self-insight 
3. To generate feedback 
4 • To build cohesion 
5 • To build trust 
6. To encourage risk-taking 
Specific Group Techniques: 
7. Value Clarification 
8. Self-disclosure 
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orientation. This educational framework actually deimes the unique opera-
tiona! model of each instructor and describes the specific course content, 
goals, and objectives to be realized during the unfolding of the group process. 
A solid gounding in the fundamental structures of effective small group prin-
ciples and in the proactive dynamics of Humanistic Psychology precludes the 
creation of specialized Human Development course models. 
The characteristics, objectives, and practices cited in Table 1 
define the essential nature of the Human Development courses presently be-
ing taught at 120 community colleges surveyed by Ludwig in 1973. Two 
Human Development course models of instruction have been developed at 
f,. 
~; Oakton Community College grounded in these critical elements. 'nl;e ultim-
ate objectives of both Human Development course models at Oakton Com-
munity College are expressed in the college catalog description and in the 
specific course descriptions of each Human Development course leader. The 
objectives are the same for both models although different learning experien-
ces are emphasized for attain~ng these objectives. The general description of 
the Human Development course (Psychology of Personal Growth, PSY 107) 
as stated in the 1976 Oakton Community College catalog reads as follows: 
The focus of this course is a personal growth experience. Empha-
sis will be on increasing awareness of values, emotions, and other 
motivational factors that affect individuals' personal behavior and 
promote or inhibit their personal growth, through the exploration 
of various theories. Participants in this group experience will be 
expected to deal with their own personal development. (p. 143) 
Table 2 shows the degree to which the essential Human Development 
TABLE 2 
fDfAN IEVEWPMENT' COURSE mDELS 
IMPLEMENTATION EMPHASIS 
fDfAN DEVELDFt4ENT COIJRSE EI.e<IENTS (after Ludwig, 1973, adapted) 
Mldel I: Mldel II : 
Olaxacteristics Decision Mald.ilg Cotmu.mi ty Fonnation 
1. Student's iJilliediate experience as moderate very strong 
cOUl'se content 
2. Academic credit given for course yes yes 
3. Class size kept small yes yes 
4. Basic encounter process applied weak very strong 
in the COUl'Se 
Objectives 
1. To encourage intrapersonal 
and developnent 
growth very strong moderate 
z. To encourage interpersonal growth 
and development 
moderate very strong 
3. To create a supportive envirornnent 
where the student may learn skills 
moderate very strong 
in c0l1111Un.icating with others 
4. To provide students with a positive moderate very strong 
alternative to the traditional class 
5. To help the student plan personal very strong weak 
change using his strengths and 
abilities 
6. To establish a reference group very weak '"eak 
where the student may openly 
express his concerns 
7. To provide a place where the 
student may test new behaviors 
moderate very strong 
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TABLE Z (<llNI'INUED) 
HUMAN DEVELOPMENT COURSE ~tlDELS 
IMPLEMENTATION EMPHASIS 
HtMAN DEVELOPMENT CDURSE EI.&!ENTS (after Ludwig, 1973, adapted) 
Practices 
1. Course open to all full and 
part-time students 
G~ Process Used: 
z. To increase self-insight 
3. To generate feedback 
4. To build cohesion 
5. To build trust 
6. To encourage risk-taking 
Specific Group Techniques: 
1. Value Clarification 
8. Self-disclosure 
MJdel 1: Model II: 
Decision Making COllllll.mi ty Fonna tion 
yes yes 
very strong strong 
strong very strong 
100derate very strong 
strong very strong 
very strong very strong 
ver:y strong moderate 
moderate very strong 
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course objectives are emphasized for each instructional model. Both models 
emphasize five similar Human Development course elements but differ 
greatly on ten items in terms of actual implementation of these characteris-
tics, objectives, and practices. (See Appendix A, p. ~38 for individual 
course descriptions. ) 
The Community Formation model emphasizes a greater attention to 
the expression of here-and-now thoughts, feelings, and behaviors than does 
the ~cision Making model. Intr~ersonal growth and development is em-
pbasized to a greater degree in Model I than in Model II through values 
clarificatiOn.~ exercises, decision-making strategies, and goal-setting skills. 
Inte:rpersonal growth is emphasized in Model II through the establishment of 
a supportive environment where each student is encouraged to learn and to 
test out newly-acquired communication skills. Both models stress the im-
portance of risk-taking, self-disclosure, and the value of learning to give 
helpful feedback to other group members. (For a complete set of course 
descriptions for the Decision Making model and for the Community Forma-
tion model, please refer to the Appendix, p. 138 .) 
RELATIONSHIP OF THE STUDENT DEVELOPMENT 
SPECIALIST TO THE HUMAN DEVELOPMENT CURRICULUM 
The emergence of the student development model has incorporated 
three major value shifts towards the formulation of its present day philoso-
phical orientation (O'Banion, 1971). The initial orientation defined the role 
~' 
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of the student personnel worker as a disciplinarian. This has been referred 
to as the regulatormodel. In the 1960's, his task was to modify and even 
repress the behavior of students who did not conform to institutional policies. 
Under this repressive system, students were the passive or even hostile 
recipients of services. This model was soon replaced by the service model, 
which provided students with: 
A series of services scattered around the campus which included 
financial aid, registration, admissions, students' activities, and 
academic advising. The student personnel worker provided services 
for students who sought them. (0' Banion, 1971, p. 8) 
~, The services emphasized by this model merely supplied the mini-
l' mum requirements for students; they related only remotely to their life, 
~~" 
growth,. and education. These services satisfied their needs as a student, 
but they did not honor nor respond to the student as a composite human being. 
The third orientation was generally referred to as the therapeutic 
model. This form restricted the student personnel counselor to working with 
a narrowly-defined population: 
His contribution to the educational program is to provide therapy for 
a few selected students who have intense personal problems. He is 
often disdainful of other student personnel functions such as academic 
advising and student activities. In this model counselors become iso-
lated in their counseling cubicles which students eventually come to 
perceive as places to go only when they have serious problems. 
(0' Banion, 1971, p. 8) 
Based on a process philosophy and on a Humanistic Psychology of 
education, the student development model emerged as a commitment to 
respond to students' needs directly as developing, changing, and growing 
hwnan beings. It is a model focused on the developmental nature of the 
person in all his facets, not just in his role as a student. This proactive 
attitude towards students supports and encourages student personnel struc-
tures which respond to the developmental needs of students: hence the 
student development model. 
Don Creamer, former chairman of the Commission on Student 
Personnel Programs in Junior Colleges of the American College Personnel 
Association, writes: 
Student development is a professional strategy intended to facilitate 
growth in other human beings through skillful use of competencies 
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in goal setting, assessment, behavior change; included instruction, 
consultation and milieu management, and evaluation. This view looks 
at the tools available to all educators and sees a relationship of these 
individual tools to each other to form a complete strategy •. (Creamer, 
1975, p. 2) 
Crookston (1972, p. 4) contrasts the traditional student personnel 
t ~· model with the emerging student development model: 
Student Personnel 
Author! tarian 
Reactive 
Passive 
Remedial 
Corrective 
Controlling 
Cooperative 
Status Oriented 
Student Development 
Egalitarian 
Proactive 
-~:Encmmte~ing 
Developmental 
Preventive 
Confrontive 
Collaborative 
Competency Or len ted 
The emphasis and focus of the student development model are on 
"positive changes in student behavior rather than on the efficient functioning 
of services" (0' Bani on, Thurston, and Gllden, 1972, p. 205). The student 
development model views learning as a growth process and as a confiuent 
process where students leam both affectively and cognitively and where they 
have: 
1. Freedom to choose their own directions for learning 
2. Responsibility for those choices 
3. Interpersonal interaction with the learning facilitator that includes: 
a. Challenge, encounter, stimulation, confrontation, excitement; 
b. Warmth, caring, understanding, acceptance, support 
c. Appreciation of individual differences. (0' Banion, Thurston, 
and Gulden, 1972, p. 9) 
'!he philosophical concepts of the emerging student development 
model and the parallel involvement of student development specialists in 
Humanistic Psychology converge at the creation of the Human Thvelopment 
curriculum. The mission of the student development model is to foster the 
developmental needs of community college students. '!he H.tman Il:lvelopment 
course represents a real vehicle through which student development special-
ists are able to fulfill this mission by operationalizing the humanistic dyna-
mics of Third Force p~chology. 
SUMMARY 
Many types of small group organizational models use specific sets 
of assumptions and emphasize a variety of outcomes and objectives. Re-
search seems to indicate beneficial results for active members of small 
groups where anxiety is kept at a minimal level and goals are very clear. 
These individuals act as catalysts and move the group through critical de-
velopmental phases of group life. Casualties are :ore and usually occur in 
people with prior disturbances. The process and outcomes of small group 
work have been adapted and modified for specific populations in recent years. 
The community college especially has drawn on small group research in an 
attempt to foster the goals of greater human development. The small group 
experience and the parallel contributions of Humanistic Psychology have 
strongly supported the student development model at the community college 
level. Educational curricula have been created with a developmental focus in 
an attempt to respond to the unique learning needs of each individual student. 
Many different types of tlunan ~velopment course models are 
being implemented with very few research controls being utilized. More 
studies on the Hmnan ~velopment course models at the community college 
level are needed for greater in-depth understanding of the effects of these 
courses. This present research study provides specific information regard-
ing course content, instructional methods, and learning outcomes of two 
Human .I::Bvelopment course models taught at the community college level. 
CHAPTER III 
DESIGN OF THE STUDY 
RESTATEMENT OF THE PURPOSE 
The specific purpose of this study is to analyze changes in selected 
attitudes, values, and certain interpersonal characteristics of students en-
rolled in two Human Development course models at Oakton Community College 
in Morton Grove, lllln<;~is. In order to provide sufficient background material 
for a thorough understanding of these instructional models, the research of 
Anna Miller-Tiedeman and Gerard Egan is presented as the educational basis 
upon which these Human Development courses are structured. Inferences are 
also made as to the possible causes for differences established between both 
models and changes discovered within both models after instruction. 
DEFINITION OF TERMS 
While both Human Development course models adhere to the same 
course objectives, the course content and learning experiences for each model 
are based on two different sets of research theory and practical techniques. 
The two instructional models under research in this study are grounded in the 
concepts, objectives, and practices of Anna Miller-Tiedeman and Gerard 
Egan. The following research findings of these authors are pertinent to the 
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theoretical and practical foundations of the two instructional models. 
MODEL 1: DECISION MAKING 
Anna Miller and David Tiedeman (1972) developed a theory of career 
education which emphasizes the importance of teaching individuals the art of 
effective decision making. They stress the importance of: 
Using the immediate experience of the person to master feedback and 
feedforward in learning. When the individual concerns himself with his 
decision-making "style" as we advocate, he moves from WHAT he did 
to HOW he did it and then to WHAT he should do to improve his decision 
making. The decision-making activity thereby becomes personal and 
has meaning to the individual. (Miller and Tiedeman, 1972, p. 2) 
Miller and Tiedeman propose a sound educational base from which 
all types of decisloiB may be initiated. The important agent in their theory 
is the quality of the relationship between the group leader and the participants. 
The goal of this relationship is to facilitate and encourage the individual to 
become aware of: 
His decision making style from the standpoint of what he has done and 
is going to do, he gets the chance to look inward in a sense of being 
able to make his outward behavior different. (Miller-nedeman, 1972, 
p. 2) 
Originally, Tiedeman and O'Hara (1963) proposed a vocational 
decision-making model which placed the understanding of decision-making 
development directly in the center of personal identity formation. They view-
ed decision making as a life long process with two discernable features: 
The anticipation aspect consists essentially of a person's preoccupation 
with the pieces (facts, alternatives, opinions, consequences) out of 
which a decision is to be fashioned and with the aspirations, hopes, 
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expectations, constraints, and the like which will determine. the form of 
the decision. The accommodation aspect represents the movement from 
anticipation to induction; it is the point where imagination meets reality. 
(Mlller-Tiedeman, 1972, p. 3) 
The first of four substages of anticipation is called the ~'exploration 
phase" and begins with the individual's awareness that a problem does or will 
exist and that a decision must be reached in order to resolve it. The second 
substage of anticipation is called "crystallization" where: 
The value of alternatives can be assessed. Relevant considerations are 
organized or ordered in this process of valuing ••.• The process of valu-
ing gives rise to values which tend to fit the organization ih:tela.tioii:U:PeaC.h 
of the goals as crystallization occurs. Crystallization normally repre-
sents a stabilization of thought. A setting of thought is achieved which is 
ordinarily of some durability and hence of some reliance. This set 
readies the person for investment of self along a line that then becomes 
more noticeable. The situation becomes defined, so to speak, at least 
for a tiq1e. (Tiedeman and O'Hara, 1963, p. 41) 
In the third substage, "choice, " the individual elects a goal with 
varying degrees of certainty depending on the amount of clarity and freedom 
available to him or her. Even after the choice has been made a fourth phase, 
that of::; £!..arification takes place. In this substage doubt about the decision 
naturally arises which causes the person to clarify the decision meaning: 
An elaboration and perfection of the image of the future ••• ensues. 
Clarification not only perfects the image of self in position, but also 
dissipates some of the former doubts concerning the decision. 
(Tiedeman and O'Hara, 1963, p. 43) 
The second aspect of decision making, accommodation, admits 
three substages. The first is referred to as induction where the individual 
becomes more a part of the group in which he is implementing his decision. 
t 
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" The second substage is reformation where the individual asserts himself to 
bring his peer group to an understanding and acceptance of his decision. The 
final substage of accommodation is integration where the individual and group 
work to affirm and maintain the personal meaning of the decision for 'the indi~ 
vidual. 
Through further research on the decision-making process, Tiedeman 
r:_-_; and Miller discovered the problem of implementation. The problem of actually 
~ using this paradigm to facilitate decision making still existed. The individual 
~ 
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must be taught not only the external decision-making framework, but must 
also learn how to use the language of the process: 
In doing this, we argue that the counselor leaves the client with a sense 
of agency (Power) as a logical consequence. The state in which one 
believes himself to be:a significant agent in determining what happens to 
him comes not from convincing him about it but from the internalization 
of the decision process. (Ellis and Tiedeman, 1969, p. 14) 
Wilson (1971) outlined three levels of activity which occur in the 
teaching of decision making: 
Level I, "learning about," concerns cognitive awareness of decision-
making which is obtained through verbal, abstract means. Level II, 
"doing," involves both cognitive and non-cognitive awareness which are 
developed by making decisions and feeling both the interplay of factors 
going into a decision and the impact of that decision on subsequent ones. 
Level III, "doing with awareness," flows from the awareness of the 
personal criteria used to establish priorities among conflicting values 
and the characteristic pattern of the individually determined history of 
decision. (Wilson, 1971, p. 29) 
Miller and Tiedeman (1972) thus develeped a cubistic model of 
decision making which includes O'Hara's psychological stress components and 
: Wilson's self-comprehension aspect. They describe a third dimension, called 
' "the Problem Condition, 11 which admits three psychological states: Problem-
forming, problem-solving and solution, and solution using. 
In problem-forming activity (anticipation phase), the individual experi-
ences vicariously all four stages of the decision-making paradigm: (1) 
exploration, (2) crystallization, (3) choice, and (4) clarification. In so 
doing, he incorporates the decision-making skills or strategies: (1) 
de!ining the problem, (2) collecting information, (3) weighing alterna-
tives, and (4) making choices. (Miller and Tiedeman, 1972, p. 6) 
A person in decision allows himself to be disturbed by a perceived 
goal and the corresponding feeling he experiences. During the period he 
spends various amounts of time in contemplation. Miller and Tiedeman em-
phasize the importance of leaming while experiencing the total decision-
making process. Just knowing the sequence alone is not enough to insure 
knowledgeable decisions. 
The second psychological state of decision-making is the problem-
solving activity. The basis of this stage is the articulation of the desired 
goal, the surrounding conditlons,and the feelings being experienced. Feed-
back from others is most important during this process. Pointing out to 
another what he is doing while he is going it is most critical to this activity. 
Person to person interaction centers the problem-solving process directly in 
the person deciding (Miller, 1971). Through this feedback, a person becomes 
more aware of what he actually did to make his life different and thus more 
enriched. He becomes aware of and feels a sense of his true power available 
to him for further self-enhancement. The important issues in this process 
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are (1) knowledge of the steps involved and (2) awareness of where and how to 
fit them inta...."momentary experiencing, what behavior ensues as a result, 
and how satisfying this behavior is to the person (Miller and Tiedeman, 1972). 
_ ·~ ~' Another critical need in the problem-solving state is that individuals 
learn the languagecit!Ui;r;personal decision-making styles. Tiedeman incor-
porates the dec is ion-making strategies of Lillian Dinklage (1969) into her own 
decision-making model: 
Impulsive decider--one who takes the first alternative that is presented. 
"Decide now; think later." 
Fatalistic decider--one who leaves the resolution of the decision up to 
the environment or fate. "What ever will be will be. " 
Compliant decider--one who goes along with the plans of someone else 
for him, rather than makes his own decisions. "If it's OK with you, 
it's OK with me. " 
Delaying decider--one who delays thought and action on his problem 
until later. "I'll think about that tomorrow. " 
Agonizing decider--one who spends much time and thought in gathering 
data and analyzing alternatives only to get lost amidst the data lie:.:-
has:. accumulated. The "I can't make up my mind" type. 
Planning decider --one whose strategy is based on rational approach 
with some balance between the cognitive and emotional. "I am the 
captain of my fate; I am the master of my soul." 
Intuitive decider--one who decides on what he feels but cannot verbal-
ize. This is the "it feels right" type. 
Paralytic decider--one who accepts the responsibility for his decision 
but is unable to do much toward approaching it. The "I know I should, 
but I just can't get with it" type. (Dinklage, 1969, p. 10) 
Students are taught this language and are encouraged to use it with 
each other in their dialogues on decision making. This emphasizes the im-
portance of learning personal decision making through reflection based on 
feedback from others.· The use of the student's own decision-making experi-
ertces is of much greater value than vicarious participation in another's ex-
-
perience. Through exercises in low-risk and low-cost decision making, 
students learn about the content and process of their own decision-making 
style and are able to generalize to high-dsk and high~ost decision making. 
The third phase of the psychological state is solution using. During 
this stage an individual at first is hesitant because his solution has not been 
·tried extensively. He gains confidence as his solution brings positive feed-
back and acceptance from others. A behavioral index of the solution-using 
state is the marked difference in autonomy from the other stages. In solution 
using the individual: 
Believes he knows something and takes off with it of his accord and 
guidance. Solution-using activity occurs when articulation has been so 
internalized that the person considers himself in control and goes alone 
to test that assumption. (Miller and Tiedeman, 1972, p. 8) 
It is during this phase of the decision-making process that it is 
important for individuals to share the thoughts and feelings they have experi-
enced in their new-found power and freedom as they begin to decide with 
awareness. 
Anna Miller-Tiedeman (1974) has implemented deliberate decision-
making education into the curriculum at DeKalb High School in Northern 
Illinois. To facilltate student learning of her model, she uses the following 
POOR-LEVEL PYIWUD IDIEL OF DECISI<JI MAKING 
Levels Solutim Making 
IV 
awareness 
III Doing Solutim Using 
II Doing Problem Solving 
I Learning About Problem Solving 
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pyramidal model of decision making. (Please refer to Figure 1, p. 49.) 
As she states: 
D.lring the course of the class the students and I study decision-making, 
time, career, values, and the self-concept. However, it is the stu-
dents' own processes of decision-making that are the focus; the Pyra-
midal Model is used as a device to raise those processes to the level 
of cqnsciousness, where they can be examined and evaluated. (Miller-
Tiedeman, 1972, p. 7) 
Students learn the four levels and the defmitlons of the strategies 
related to each level of the pyramidal model. Using their own experience, 
students personalize the information by: 
1. Identifying the strategies they now use 
2. Reflecting on their own behavior through feedback 
The decision-making model of Anna Miller-Tiedeman constitutes 
a basic framework of the first instructional model under research in this 
study. (See Appendix B, p. 145, for complete text. ) 
MODEL II: COMMUNITY FORMATION 
The Community Formation Model of Human Development instruc-
tion is grounded in the theory and research of Gerard Egan. The small group 
experience developed by Egan is a specific type of group structure known as 
the 'b:mtract group." The main focus of this model is a highly-visible, but 
flexibly-structured set of guidelines through which group members are en-
couraged to develop and engage in specific interpersonal behaviors. This 
specific set of guidelines, known as the "group contract" (see Appendix B 
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for complete text) incorporates four major categoes of group life, the imple-
mentation of which is intended to bring about optimum interpersonal growth 
for each group member. 
These major areas of the contract group include a general state-
ment of the contract group goals. The general overriding goal of the contract 
group is the establishment of an intimate community. As Egan states: 
Each member of this group is to try to establish and develop a rela-
tionship of some intimacy with each of the other members of the group. 
Each member should come to know each other member in more than a 
superficial way. This means that each person must take the initiative 
to go out of himself and contact each of the other members of the group. 
(Egan, 1973, pp. 15-16) 
All initiated contact will not result in deep and lasting friendships. 
The value in attempting to create and build relationships consists in the per-
sonal learnings which individuals acquire in the process of both their succes-
ses and their failures. Through feedback from group members, an individual 
learns about the value and quality of his interpersonal behavior. This new 
• 
information can help him correct, develop, and even strengthen ways of con-
tacting other people both in the group and in his back-home situations. 
The second category of the group contract issues revolves around 
specific interaction in which group members are encouraged to engage. 
Egan emphasizes the importance of self-disclosure as being a key interac-
tiona! ingredient for effective group life. Appropriate self-disclosure is not 
sensational dropping of personal secrets, but is here-and-now relevant in-
formation clearly communicated to the group members intended to effectively 
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bring about the formation of an intimate community. Self-disclosure is a 
critical element in creating the initial climate of trust. As Egan states: 
The best way of inc:Feasing the level of trust in the group is for each 
member to show that he is trustworthy through the way he deals with 
and responds to his fellows. Perhaps the notion of ''kairos "--the 'fright 
moment"--has value in laboratory groups. If the participants agree 
that self-disclosure is a value in the group, then each member must 
put himself on the line at the times that are right for him. (Egan, 1973, 
p. 21) 
There are two basic types of self-disclosure appropriate within the 
context of a contract group. The first category of self-disclosure refers to 
an individual's expressions of his moment-to-moment thoughts and feelings 
about himself and the other members of the group. To be of maximum effec-
tiveness, these pieces of self-disclosure should come as soon as a member 
experiences them in a session. The second type of self-disclosure refers to 
a group member's experience and behavior in his past life and his present 
experience and behavior outside the group. The communication quality of a 
group member's life experiences is of extreme importance in fostering the 
goals of the group. Egan distinguishes between self-disclosure which is 
history and self-disclosure which is ~: 
ffistory is pseudo-self-disclosure. It is actuarial and analytic, and 
usually has a strong "there-and-then" flavor. It clicks off the facts of 
experience and even interpretations of this experience but leaves the 
person of the revealer relatively untouched; he is accounted for and 
analyzed but unrevealed. The person relates many facts about himself, 
but the person within still remains unknown. History is often a long 
account. It is long and often steady because it fears interruption. In-
terruption might mean involvement, and a person engages in history to 
avoid, rather than invite involvement. (Egan, 1973, p. 45) 
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Self-disclosure which is story, however, is authentic self-disclosure. 
It is an attempt to reveal the self and an attempt to get involved with the listen-
~ 
~~ 
t: ers. Story is a true dialogue and merits a response from others. The story-
teller laces his self-disclosure with vitality, passion, and emotion. This pro-
duces a definite impact on his listeners, inviting them, and even drawing them 
into the building of a relationship of trust. By the very quality of his self-
disclosure, the group member admits personal vulnerability and requests 
human support and involvement. 
A second important interaction variable in a contract group is the 
expression of feeling. For an individual to grow interpersonally, he must 
improve the level of his awareness and thereby the quality of his emotional 
life. . The participant is not asked to manufacture feelings and emotions for 
their own sake, but he is encouraged to appropriately express himself clearly 
and concisely about the emotions which arise in him naturally. Appropriate 
self-disclosure and clear expression of feelings and emotions tend to build up 
a climate of psychological safety for all group members. While the group 
experience must include security, it must also be a place where the indlvi-
dual participants are actually encouraged to engage in new interpersonal 
behaviors. 
Support is made operational through specific behaviors such as 
active listening. This is a most important if difficult type of personal in-
volvement through which members listen with their whole being. As Egan 
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states: 
One does not listen with just his ears; he listens with his eyes and with 
his sense of touch, he listens by becoming aware of the feelings and 
emotions that arise within himself because of his contact with others ••• 
he listens with his mind, his heart, and his imagination. He listens to 
the words of others, but he also listens to the messages that are buried 
in the words or encoded in the cues that surround the words. (Egan, 
1973, p. 87) 
Beyond active listening is accurate empathy which is actually a 
mode of listening and responding to another group member. Accurate empathy 
refers to the communication of understanding. It means getting inside anoth-
er' s world not through evaluation, analysis, or interpretation, but through 
pure, undiluted understanding. Thus, it requires the communication of this 
knowing process to other group members. Support must be expressed very 
personally to be of maximum value. Just ''being for" someone and not ex-
pressing it is of no support value at all. 
The fmal interactions dealt with in the group contract are confron-
tation and response to confrontation. Challenging others with care and con-
cern and providing them with useful information regarding their impact on 
group members are examples of productive confrontation. The ideal purpose 
of confrontation is to create more intimate involvement and relationship 
bridging between group members. It is a way for one group member to show 
how he cares about another group member. Through confrontation, he is 
actually expressing concern for his interpersonal welfare. This new feed-
back information creates a climate which helps the confronted person look 
.. 
at his behavior and change ineffective dialogue patterns to more productive 
ways of communicating himself to others. 
When confronted, people frequently react defensively and then 
follow up with a counterattack. The contract,. however, encourages partici-
pants to create new types of interpersonal response patterns, in addition to 
those dialogue skills they already possess. As Egan states: 
The ideal is that the confrontee enter actively into the confrontational 
process, that he becomes an agent in a dialogic process rather than 
just a patient suffering through something that is for his own good. 
(Egan, 1973, p. 37) 
Confrontation and responding to confrontation are two of the most 
powerlW skills group members can learn. The contract group spells out the 
way and provides the opportunity for learning these skills. 
t· The third category of contract variables refers to specific proce-
t: 
1 dural rules which are intended to foster a climate of immediacy and intimacy 
in the group. Initiative is a most important by-law in the group contract. 
Without at least minimal outreach to other group members, there can be no 
group involvement. Agencyhas been demonstrated to be the most powerful 
determinant of participant learning. A group member is encouraged not to 
wait to be contacted, but is asked to reach out to contact other members. If. 
all members initiate contact at a minimal level, the group will have a good 
chance of achieving its goals. 
All members are encouraged to 2!2! the dialogue of other group 
members by contributing their immediate thought and feeling reactions. 
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Because of their objective distance, third party observers may provide help-
ful insights into the communication processes they are witnessing. By speak-
ing directly to other members of the group about their own here-and-now 
experience, they contribute to the interpersonal bridging process which is a 
major goal of the community formation model. 
The final category of the group contract deals with the issue of 
leadership. The most important role of the leader is to act as a model of 
contractual behavior. He performs this function by living the contract and 
by acting as guardian of the contract for all group members. As the group 
progresses through time and experience, leadership actually becomes a 
shared function among all of the group members. The group ideally becomes 
not a leaderless group, but a leaderful group. Any one who fulfills the con-
tract goals is a leader by Egan's definition: 
If the needs of any given community are fulfilled, then the community 
will move closer to its goals. Whoever contributes to the fulfillment 
of the needs of the community participates, by that very fact, in the 
leadership function of the community. For instance ••• Whoever effec-
tively provides support participates in the leadership function of the 
group. (Egan, 1973, p. 32) 
The contract provides a clear statement of what leadership is and 
what it is not. This vision is intended to facilitate a more personal relation-
ship between the group members and the leader. The group members and 
the leader are encouraged to communicate with each other on a personal 
level and not from their traditional roles as teacher and student. 
The contract is an~ set of ways to communicate with others: 
i.Jnposs ible for all to fulfill all of the time. The individual group members 
must decide themselves what behaviors are most meaningful for them and the 
degree to which they wish to engage in them. Participation levels must be 
based on interpersonal growth needs, rather than on an arbitrary set of 
ideals, whether these ideals are set forth ln a contract or elaborated by the 
group itself (Egan, 1970, p. 63). (For the complete text of the group contract, 
see Appendix C, p. 165. ) 
INSTRUMENTS 
The Personal Orientation Inventory (P. 0. I.) and the Fundamental 
Interpersonal Relations Orientation-Behavior (FIRQ-B) questionnaire were 
the two assessment instruments used in this research project. 
As indicated above, the P. 0. I. was chosen as appropriate since it 
measures specific differences and changes in selected attitudes and values 
which are isolated and explored in the two models under study. The instru-
ment has been found to be valid and reliable in a significant number of Human 
Development course studies reported in the literature (Knapp, 1976). Re-
sults obtained from this instrument facilitate comparisons and contrasts to 
other Human Development course studies measuring changes in similarly 
selected attitudes and values. 
A review of the literature on the use of the FIRQ- B in Human De-
velopment courses does not yield large numbers of studies demonstrating 
significant changes in the interpersonal behavior of participants. The 
instrument was used, however, as an indicator of the intensity of the 
experiences students were receiving and for the data it would yield for com-
r parative purposes to other studies. 
I-
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The P. 0. I. is an instrument based on the self-actualization concept 
of Abraham Maslow used to measure changes in personal attitudes and values. 
It was ~eveloped by Everet Shostrom (1974) and has been endorsed by Maslow: 
The~e is today a standardized test of self-actualization ('The Personal 
Orientation Inventory). Self-actualization can now be defined quite 
operationally, as intelligence used to be defined, i.e. , self-actualiza-
tion is what the (P. 0. I.) tests. (Maslow, 1967, p. 21) 
According to Shostrom: 
A self-actualizing person is one who is fully functioning and who lives 
a more enriched life than does the average person. Such a person is 
developing and utilizing his unique talents to the fullest extent. (Sho-
strom, 1974, p. 5) 
The twelve areas measured by the P. 0. I. are defined from the 
P. 0. I. testing ~anual: 
1. T. C. ~competence: measures the degree to which an indivi-
dual lives in the present moment as contrasted with the past or 
the future. 'The time competent person lives primarily in the 
here-and-now, is aware of what is going on around him, and is in 
touch with his own feelings and reactions. The time incompetent 
person lives either in the past with guilts, regrets, and/or re-
sentments, or in the future with idealized plans, expectations, 
predictions and fears. 
2. Inner Support measures the degree to which a person is self-
oriented. Inner or self-directed individuals are guided primarily 
by internalized principles and motivations while other-directed 
persons, to a greater extent, tend to be influenced by peer groups 
or other external forces. 
3. SA V. The Self Actualizing Value scale measures the degree of 
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affirmation of the primary values of self-actualizing people. 
4. EX. The Existentiality scale measures the ability to act situation-
ally or existentially without rigid adherence to previous patterns of 
behavior. 
5. FR. The Feeling Reactivity scale measures sensitivity or respon-
siveness to one's own needs and feelings. 
6. S. The Spontaneity scale measures freedom to act spontaneously. 
7. SR. The Self-Regard scale measures affirmation of self because 
of worth or strength. 
8. SA. The Self-Acceptance scale measures the level of self-affirma-
tion in spite of wealmesses or deficiencies. 
9. NC. The Nature of Man scale measures the degree of construc-
tiveness of human nature. 
10. SY. The Synew scale measures the ability to transcend dichoto-
mies or tolerate and use ambiguity in a productive manner. 
11. A. The Acceptance of Aggression scale measures the ability to 
accept natural aggressiveness as opposed to denial and repression 
of aggression. 
12. C. The Capacity for Intimate Contact scale measures the ability 
to develop Intimate relationships with other human beings unencum-
bered by excessive expectations and/ or obligations. 
P. 0. I. standard scores which fall between 50-60 on the profile 
grid are considered to be in the self-actualizing range. The closer scores 
are to this range the more similar the group's responses are to the respon-
ses given by self-actualizing people. The further below the standard score 
of fifty a given set of scores fall, the more they represent responses not 
like those of self-actualizing people. Scores considerably above sixty may 
be presenting a picture which is too healthy or which overemphasizes freedom 
and self-actualization. 
The FIR0-B, developed by William C. Schutz (1966), measures 
three dimensions of interpersonal behavior: inclusion, control, and affec-
tation. These areas, described below, are taken from Leo Robert Ryan's 
Clinical Interpretation of the F1R0-B (1971, p. 14). 
The FIR0-B scales range from 0-9 in all of the six interpersonal 
dimensions measured. A low expressed incl~sion score (0-3) indicates that 
a person is uncomfortable around people and will tend to move away from 
them in social settings. A high expressed inclusion (7-9) score suggests 
that the person is comfortable in social settings and will tend to move toward 
people. Middle range scores (4-6) are not ext~eme scores and may reflect 
a tendency toward the behavior described for either high or .low scores. A 
low wanted inclusion score indicates that a person is se!ective about with 
whom he associates while a high wanted inclusion scores means that a persoo. 
has a strong need to belong and to be accepted. 
A low expressed control score indicates that the individual avoids 
making decisions and taking on responsibility. A high expressed control 
score indicates that the person can and does take on the responsibilities in-
volved in a leadership role. A low wanted control score suggests that a per-
son does not want others to control him or to make decisions for him. A 
high wanted control score for males may reflect dependency needs. Persons 
with high scores want others to assume responsibility for their decisions. 
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For women, a high wanted control score may merely be a measure of "tol-
erance" rather than dependency. 
A low expressed affection score describes one who is cautious 
about initiating the development of close, intimate relationships. A high 
expressed score suggests that the person can establish intimate relationships 
with others. A low wanted affection score indicates that the person is very 
selective about with whom he forms deep relationships. A high wanted affec-
tion score indicates the person wants others to initiate close intimate rela-
tionships with him (Ryan, 1971). 
ADMINISTRATION 
Each instructional model contained six Human Development course 
sections. Pretest data was collected by the researcher during the second -,: 
week of the sixteen-week semester. The P. 0. I. and the FffiO-B pretests 
were administered to three sections of each instructional model. Students' 
college identification numbers were used for coding and cross referencing 
purposes. Posttest data was collected by the researcher during the fifteenth 
week of the sixteen-week semester. Both instruments were administered to 
all six sections of each instructional model. 
Chart 1 provides an overview of the data collection process. To 
check for possible pretest influence, only three sections of each model were 
pretested while all six sections of each model were posttested. Attrition 
rates for each model were low: four students dropped out of Model I and 
Pllli.f'EST 
Instructor Section N; 
1 -09 15 
3 -10 14 
4 -12 14 
u 
ltlstructor Section N; 
5 -14 15 
6 -51 14 
7 -04 13 
n 
l'rutreatJneut Total 85 
OIARI' 1 
DATA COLLECfiOO PIDCESS 
TRF.ATMENf 
~bdel 1: 
Decision r-taking 
Pre & Post Tested 
Instructor Section N; 
1 
3 
4 
-09 14 
-10 13 
-12 12 
"3!T 
Attrition 4 
POSITESf 
Posttest fuly 
Instructor Section N; 
2 
3 
4 
-07 12 
-01 14 
-06 10 
Total 36 
Pre & Post Tested Posttest fuly 
Instructor Sectioo N; Instructor Section N; 
t.bdt:l II: 
Couanuni tr Fonnation 5 -14 12 5 -03 15 
6 -51 11 6 -15 14 
7 -04 13 7 -02 14 
30 
Total 43 
Attrition 6 
Posttreatment Total 75 Posttest Only Total 79 
Total Attrition 10 
' 
,. 
t 
~ 
i 
r 
' t[ 
w 
; siX students dropped out of Model II. A total of seventy-five students experi-
enced Model I while seventy-nine students experienced Model II. 
HYPOTHESES 
The hypotheses tested in this study are stated in null form. The 
direction of testing is to reject the null hypotheses at the • 05 level of signi-
. ficance. The hypotheses are stated as follows: 
1. There will be no significant differences after instruction in students' 
attitudes and values between Model I and Model II. 
2. There will be no significant differences after instruction in students' 
interpersonal behavior between Model I and Model II. 
3. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model I; 
Decision Making. · 
4. There will be no significant changes after Instruction in students' 
attitudes, values, and interpersonal behavior within Model II: 
Community Formation. 
RESEARCH DESIGN 
J A multigrpup pretest/posttest design was used to assess attitudes 
f 
f and values changes through the P. 0. I. scales and interpersonal behavior 
(! 
; I changes through the FIRQ-B scales. The following basic design was used: 
f, 
Model Observati'on 
I 0 
II 0 
Treatment 
X 
X 
X 
X 
Observation 
0 
0 
0 
0 
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As has been indicated above, only three sections of each model were pre-
tested while all six sections of each model were posttested as a check for 
possible pretest influence. 
DATA COLLECTION 
The central Interest of this study was to broaden our knowledge 
concerning course content, instructional methods, and learning outcomes of 
the two Human Development course models taught by student development 
faculty at Oakton Community College. 'This goal dictated the choice of the 
twelve student development course sections of Psychology of Personal Growth 
for this research project. Chart 1 provides an overview of the data collection 
process. 
This modified Solomon Two group design was used to: 
1. Isolate interaction effects between pretesting and treatment. 
2. Assess chan"ges from pretesting to posttestlng (Campbell and 
Stanley, 1963, pp. 24-25). 
STATISTICAL ANALYSIS OF DATA 
A multivariate analysis of variance (MANOVA) was used to analyze 
differences among pre- and posttest scores for both instructional models on 
the P. 0. I. and the FffiO- B. T-tests were used to observe changes from 
pre- to posttesting on all variables for both instructional models. A one-w~y 
analysis of variance was used to establish any interaction between pretesting 
J and treatment. 
I 
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SAMPLE POPULATION 
Four hundred and thirty-five students enrolled in twenty sections 
of Psychology of Personal Growth offered during the Spring semester of 1976. 
The open-door admissions policy at Oakton Community College was not chan-
ged or altered in any way for this research project. The natural enrollment 
process resulted in the selection sample outlined in Chart 2. No action was 
taken by the researcher to alter the siz.e of the classes or the types of stn-
dents enrolled in each course section. Twelve course sections taught by 
seven full-time student development faculty members, using the two instruc-
tional models discussed above, were selected for this research project. These 
student development faculty members have similar qualifications in the area 
of small group leadership. Each has worked on the student development staff 
at Oakton Community College for at least five years and all have taught two 
Human Development courses each semester. Each instructor has attended 
weekly two-hour in-service training sessions during which Human Develop-
ment course issues and concerns are brought up for discussion and possible 
solutions to problems are offered. Each student development faculty member 
received six hours of in-service training from Anna Miller-nedeman and 
Gerard Egan to insure a basic grounding in the theory and practice of the 
instructional models under study. The implementation of these models was 
not carried out with a rigid adherence to the orthodox principles of these 
theorists, but this in-service training was integrated into the Decision Making 
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and Community Formation instructional methods already in use by the in-
structors. In order to insure implementation accuracy of the two instructional 
models, the following methods of validation were used: 
1. Maintenance of weekly logs of group experiences by all instructors. 
2. Mid-semester class visitations by the researcher of all course 
sections taught by other instructors. (Due to researcher's back-
ground in the theory and practice of contract groups under super-
vision by Gerard Egan at wyola University, no other procedures 
were used to evaluate actual implementation ;of the Community 
Formation Model in his course sections.) 
Chart 2 provides information regarding ce~tain population charac-
teristics of students enrolled in the two instructional models. The.overall 
populations in each model are fairly even: seventy-five students in Model I 
and seventy-nine in Model II. There were seven more women enrolled in 
Model I than men: thirty-four men and forty-one women. The imbalance was 
even greater in Model II: thirty men and forty-nine women. Except for two 
women, ages 53 and 54 respectively, the actual student age ranges in both 
instructional models was 17-35 years. The enrollment of part-time and 
full-time students was fairly equivalent for both models. In Model I there 
were twenty-one part-time students enrolled and fifty-four full-time students. 
In Model II there were twenty-six part-time students enrolled and fifty-three 
full-time students. 
..UOOL I: 
OIARf 2 
BACKGIOlND INIUI"U-i\'fiOO OF S'lUDENTS ENIOLLllD IN 111E 
ULMAN IF.VELOPMillif ffiURSE 
INSTRUCI'IOOAL KlDEL.'i 
IECISION MAKING tvOIEL II: COt-KtH1Y R>R-iATION 
Instructor I Section I t.~n IYomen Total Age Instructor I Sectioo I ~n Women Total 
Ranges 
1 -09 7 7 14 18-34 5 -14 5 7 12 
2 -07 5 7 12 17-25 5 -03 6 9 15 
3 -10 8 5 13 18-23 6 -51 2. 9 11 
3 -01 7 7 14 18-20 6 -15 5 9 14 
4 -12 4 8 12 18-35 7 -04 8 5 13 
4 -06 3 7 10 17-26 7 -02 4 10 14 
'fffi'ALS 34 41 75 17-35 1UfALS 30 49 79 
PARt' Tlt.F. 20 PART TIME 23 
FULL 'fit.~:! 55 H.ILL TU.£ 56 
"' 
There were only two students in t.tldel II beyond the 18-31 age range: One woman was 53, 
one wa11an was 54. Otherwise both models ranged in age from 17-35 
Age 
Ranges 
18-23 
18-22 
18-53* 
18-54* 
18-31 
18-23 
18-54* 
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SUMMARY 
The design of this study entailed an in-depth definition of the two 
instructional models under study and a rationale for the selection of instruc-
tors, student subjects, and of the administration of assessment instruments 
• used to measure Human Development course learning outcomes. A three-~ 
r ~ fold research design was constructed to establish pretest homogeneity, pretest 
~ 
' f. influence on learning outcomes, and posttest changes both within and between 
instructional models. The hypotheses were stated in the null form to estab-
lish any significant changes in attitudes, values and interpersonal behavior. 
Chapter IV provides an analysis of the data and a summary of the results 
obtained. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF THE DATA 
INTRODUCTION 
The two Human Development course models were statistically 
analyzed on their pretest, posttest, and change scores on the Personal Orien-
tation Inventory (P. 0. I.~' and the Fundamental Interpersonal Relations Orien-
tation Behavior Questionnaire (FIRO-B). The main objectives of this investi-
gation were to isolate any significant changes in functioning levels from 
pretesting to posttesting and to accept or reject the null hypotheses at the • 05 
level of significance based on the actual probability levels discovered through 
these statistical analyses. If significance was discovered on any of the 
scales, an interpretation is offered as to the possible causes of these changes. 
STATISTICAL DESCRIPTION OF BOTH 
INSTRUCTIONAL MODELS PRIOR TO INSTRUCTION 
(Preliminary Analysis) 
Multivariate analyses of variance (Cooley and Lohnes, 1971) are 
presented in Tables 3 and 4 on both instruments for both models. This global 
analysis shows a probability of less than 0. 920 on the P. 0. I. scales and a 
probability of 0. 896 on the FIRQ-B scales for all pretested subjects analysed 
together. A lack of significant differences on these scales supports the fmd-
ings of the T-tests indicated below. There appears to be no significant 
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TESTS OF ROOTS 
1 Through 1 
TABLE 3 
Pllli1'EST ~ULTIVARIATE ANALYSIS OF VARIANO: R.lR BO'lll INSfROCTIOOAL MJDELS 
00 111E l'ERSOOAL ORIOO'ATICW INVENTORY 
MUI:fiVARIATE TESTS OF SIGHFICANO: USING WILKS LAMBDA CRITERIOO 
·F 
0.480 
OOtiYP 
12.000 
DR:RR 
72.000 
P LESS TI-IAN 
0.920 
R 
0.272 
lfliVARIATE F TESTS STANDARDIZED DISCRIMINANT 
VARIABlE 
TIME CU.lP'11:NC'Y 
INtlER DIIlliCrEU 
SELF ACTUALIZING VALUE 
EXISTENTIALI1'Y 
FEELING REAC'fiVIl'Y 
SPONfANEITY 
SELF llliGARD 
SELF ACCI:Wf ANCE 
NATURE OF MAN illNSTRUC'riVE 
SYNEI:C.Y 
Aa:EPTN~al OF AGGRESSION 
CAPACITY R.lR INTHIA'fl! COOTACf 
F(1, 83) MEAN SQ. 
0.684 7.168 
0.003 0.304 
0.066 0.655 
0.037 0.622 
0.046 0.430 
0.032 0.225 
0.154 0.996 
0.754 7.896 
0.089 0.397 
0.467 0.830 
0.358 3.433 
0.402 5.514 
P I.ESS 'D-IAN 
0.410 
0.958 
0.797 
0.848 
0.830 
0.857 
0.696 
0.388 
0.767 
0.496 
0.511 
0.528 
1 FUNCfiON COEFFICIENTS 
0.124 
1.005 
-0.654 
-0.475 
0.454 
-0.356 
0.268 
0.702 
0.127 
0.688 
-0.603 
-0.963 
TABLE 4 
PRETEST t.liLTIVARIA:l'E ANAI.YSIS OF VARIH4<ll IDR BOlli INSTRUCfiOOAL IDIELS 
00 11lli FJID-B 
TESTS OF 1011'S 
1 through 1 
VARIABLE 
INCLUSim EXPRESSEIJ 
illNTIDL EXPRESSED 
AFFECfiOO EXPRESSED 
INQH:ila~ WANTED 
illNTROL WANI'ED 
AFFECI'Iet-1 WAN1ED 
t.ULTIVARIATE TESTS OF SJGIIFICAN<ll USING WILKS LAMBllA CRilERICt-1 
F 
0.370 
DFIIYP 
6.000 
DFERR 
78.000 
UNIVARIATE F TESTS 
F(1, 83) MEAN SQ PLESS lHAN 
0.224 1.193 0.637 
0.903 4.564 0.345 
0.405 2.569 0.526 
0.742 8.856 0.391 
0.025 0.165 0.874 
1.356 10.606 0.248 
P LESS 1HAN 
0.896 
R 
0.166 
STANDARDIZED DISCRIMiNANT FLNCTJCt-1 OOEFFICIFNI'S 
1 
-0.035 
-0.627 
0.194 
0.326 
-0.181 
0.451 
differences between the instructional models at the outset of this study on 
either the P. 0. I. pretest scales or on the six FIRQ-B pretest scales. Table 
5 shows a comparison of the pretest P. 0. I. scores for Model I: Decision 
Making and Model II: Community Formation. No significant differences are 
noted between these two models on any of the P. 0. I. pretest variables. Table 
6 shows a comparison of the pretest scores for both models on the FIRQ-B 
scales. No significant differences are reported .between both models on any 
of the Fmo-B pretest scales. 
r 
t 
r These statistical data seem to indicate that, taken as a whole, the 
1: 
two model populations of students under study were not statistically different 
from each other on attitudes, values, and inteTI>ersonal measurements at the 
outset of this study. These population scores in both models provide homo-
geneous levels of pretest data. Both instructional populations are not s ig-
nificantly different from each other on any variables both within treatment 
models and between treatment models. 
HYPOTHESES 
. The hypotheses tested in this study are stated in null form. The 
direction of testing is to reject the null hypotheses at the . 05 level of signifi-
cance. The hypotheses are stated as follows: 
1. There will be no significant differences after instruction in students' 
attitudes and values between Model I and Model II. 
2. There will be no significant differences after instruction in students' 
interpersonal behavior between Model I and Model II. 
TABLE 5 
CDIPARISO'l OF Plll:'TEST SffiRES FOR t.OIEL I: OOCISION MAKING AND IDIEL I I: (l)t.f.tl.HI'IY FORMATICH 
ON TilE PERSONAL iJRIENTAfloo 'iNVENToRY 
VAlUABLE IDDEL I N"' KlAN SfANIWW IEVIATICJI T-VALUE 2-TAIL PROBABILITY 
Sin'UFIO'iR'I IF:( .OS 
THE (l)WETEl'lCY: I 43 15.60 2.98 
0.83 0.41 
II 42 15.02 3.47 
INNER DIRECI'ED: 43 82.97 10.51 
0.05 0.95 
II 42 82.85 10.51 
SELF ACI'UALIZING 43 19.37 3.46 
-0.26 0.79 
II 42 19.54 2. 76 
EXISTE.NTIALI'IY: I 43 20.18 4.29 
-0.19 0.84 
II 42 20.35 3.90 
HiliLING REACI'IVI1Y: I 43 15.97 3.09 
-0.21 0.83 
II 42 16.11 3.01 
SPCWI' ANE I'lY : I 43 12.32 2.56 
-0.18 0.85 
II 42 12.42 2.70 
TABLE 5 (UM'INUED) 
ffiMPARISON OF PRETEST SffiRES FOR miEL I: OOCISICN MAKING NID J.K>IEL I I: O»>JNITY FORMATICN 
00 Ulli PERSONAL ~Y
VARIABI.E t.DDUL I N= t.EAN STANDARD IEVIATICN T VAllJE z~TAIL PIUBABILITY 
smUFICANT IJ!~.DS 
SELF REGARD: I 43 11.90 2.16 
0.39 0.69 
II 42 11.69 2.87 
SELF ACCEPTANCE: I 43 15.39 3.31 
0.87 0.38 
II 42 14.78 3.15 
NA:fURE OF MAN: I 43 11.25 2.27 
<X>NSfRlK.TI VE 0.30 0.76 
II 42 11.11 1.94 
SYNEilGY: I 43 6.69 1.48 
0.68 0.49 
II 42 6.50 1.15 
ALCEI'I'ANCE OF: I 43 15.88 3.12 
Aa:HESSION -0.60 0.55 
II 42 16.28 3.06 
CAPACI'IY IDR I 43 17.39 3.86 
INTIMATI! COOTACT : -0.63 0.52 
II 42 17.90 3.53 
TABlE 6 
OJMPARISON OF PRE'l'ESf SCORES RlR KlfllL 1 : ll!CISICJ.I MAKIN(; AND M>DEL II: OOMtlNI1Y R>RM\TIOO 
oo 'tliE Ftro-B SCALEs 
VAlUAIUll twDI.l:L I N= MEAN STANDARD OOVIATIOO T VALUE 2-TAIL PIDBABILI1Y 
Sll"JUFICANT IF~ .OS 
INCLUSIOO I 43 5.04 2.18 
EXPilliSSED: 0.47 0.63 
II 42 4.80 2.43 
illN'll~L I 43 2.46 2.19 
EXPRESSED: -0.95 0.34 
II 42 2.92 2.29 
AHllCI'ION I 43 4.39 2.48 
EXPRESSED: 0.64 0.52 
II 42 4.04 2.54 
lNCLUSIOO I 43 4.88 3.42 
I'IN.JTED: 0.86 0.39 
11 42 4.23 3.48 
llWfiDL I 43 4.69 2.31 
WANTED: -0.16 0.87 
II 42 4.78 2.78 
AWECl'ION I 43 5.32 2.82 
WANTED: 1.16 0.24 
li 42 4.61 2.76 
3. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model I: 
Decision Making. 
4. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model TI: 
Community Formation. 
PRESENTATION OF POSTTEST SCORES 
FOR .BOTH INSTRUCTIONAL MODELS 
·. --(J?ir$t_ Hypothesis) 
The first null hypothesis states that there will be no significant 
differences after instruction in students' attitudes and values between Model 
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I and Model II. Table 7 provides a posttest multivariate analysts of variance 
on the P. 0. I. scales for both instructional models. This global analysis 
reports a MANOVA Lambda test p ( 0. 590 for the P. 0. I. posttest mean scores 
which is not significant at the . 05 level. The first null hypothesis, therefore, 
cannot be rejected even though four scales do show p (. 05 under the univari-
ate F tests. As Cooley and Lohnes state regarding these F-ratios: 
.•• These are not independent tests, however, and should be interpre-
ted only if the MANOVA null hypothesis has been rejected. When the 
Lambda test has produced a rejection, inspection of the univariate 
F-ratios may suggest which of the elements of the vector variable are 
contributing most to the discrimination of the groups, or alternatively, 
which variates are most affected by the treatments. (Cooley and Lohnes, 
1971, pp. 230-31) 
The multivariate analysis of variance did not detect significant 
differences possibly due to sampling errors, lack of statistical power, or the 
fact that the scales were highly intercorrelated. Therefore, in terms of a 
global statistic, we do not reject the first null hypothesis but look to descrip-
TEST OF IWI'S 
1 tllrougn 1 
TABLE 1 
POSl'fESf MULTIVARI.A:rE ANALYSIS OF VARIANO: FOR BOlli INSTRUCfiONAL t<()IELS 
ON 1liE PERSOOAL ORIEN'I'KfH~ INVENTORY 
MULTIVARI.A:rE TESTS OF SliliiFICAN<l! USING WILKS LAMBDA CRITERION 
F 
0.860 
DFIIYP 
12.000 
DfERR 
62.000 
P LESS 1liAN 
0.590 
R 
0.378 
UNIVARIATE F TESfS STJ\NI}\RDJZED IHSCRIMINANT 
FUNCfiON COEFFICIENTS 
VAlUABLE F(1, 73) ~EAN SQ P LESS 11-IJ\N 1 
TIME C(l;JpE'fENCY 1.011 13.881 0.304 -0.350 
INNER DlllliCfEIMiSS 4.662 785.215 0.034 1.529 
Sl:LF ACI'UALIZATION 3.196 35.009 0.078 -0.075 
EXISTB'tTIALITY 4.269 90.148 0.042 -0.322 
FEEL lNG REACfiVI1Y 2.286 33.709 0.135 -0.255 
SIUNTANEilY 0.810 6.464 0.371 -0.355 
SELF REGARD 0.489 2.989 0.486 -0.429-
SELF ACCl:PTJ\NCE 3.745 45.049 0.057 0.098 
NATUllli OF t.Wl 2.628 14.158 0.109 -0.197 
SYi~EHGY 5.849 13.744 0.018 0.673 
ACCEPTAi'l<ll OF AGGilliSSION 0.619 8.056 0.434 -0.530 
CAI'ACI'iY FOR INTIMATE CONTACI' 4.977 99.324 0.029 0,570 
·• tive analysis for a further examination of the data by way ofT-tests. 
Table 8 isolates posttest differences between models with a 
p (. 05 on four of the P. 0. I. measures. The pretest mean score for Model I 
on the Inner-Directed scale was 82. 89 which regressed to a posttest mean of 
80. 38 with a p <. 220. The pretest mean score for ModEi II on the Inner-
Directed scales was 81. 97 which increased to 86. 86 with a p < . 008 which is 
significant at the • 05 level. The posttest mean differences between both 
models is also significant (p (. 034) on the Inner-Directed scale. 
The pretest mean score for Model I on the Existentiality scale was 
20. 07 which regressed to a posttest mean of 19. 00 with a p (. 129. The pre-
test mean score for Model II on this scale was 20. 30 which increased to 
21. 19 with a p ( • 035, significant at the • 05 level. The posttest mean dif-
ferences between both models is also significant (p (. 042) on the Existen-
tiality scale. 
The pretest mean score for Model I on the Synergy scale was 6. 66 
which regressed to 5. 94 with a p ( • 008. The pretest mean score for Model 
II on this scale was 6. 47 which increased to 6. 80 with a p ( • 110. The post-
test mean differences between models is significant (p (. 018)on the Synergy 
scale. Finally, the pretest mean score for Model I on the Capacity for 
Intimate Contact scale was 17.10 which regressed to 16.30 with a p <· 256. 
The pretest mean score for Model II on this scale ~as 17.97 which increased 
to 18.61 with a p <. 223. The posttest mean differences between models is 
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TABLE 8 
(l)t.IPAIUSCN OF roSO'EST S<DRES FOR KlOOL I: IEClSICN MAKING AND KliEL II: mt.MJ.II'I'Y FO~IA.TIOO 
ON 1HE PERSOOAL ORIENTAT'lm INVENTORY 
VAlUABLE t.OIEL M N= t.EAN SI'ANDARD IEVIIJIOO T VAUJE 2-TAIL PICBABILI'lY 
--- SIGNIFICANT IP<.OS 
THil aJ-.fPl:l'ENCY: I 39 15.00 3.7Z 
-0.30 0.30 
II 36 15.86 3.46 
I! -INER-D l RIJCI'EU: 39 80.38 13:~85-
-2.15 0.03* 
11 36 86.86 11.95 
SELF ACl'lJALIZING: I 39 18.41 3.61 
-1.79 0.07 
II 36 19.77 2.94 
EXISl'ENTIALITY: 39 19.00 4.50 
-2.07 0.04* 
II 36 21.19 4.69 
FllEI.ING HEACI'IVI1Y: 39 15.76 4.02 
-1.51 0.13 
11 36 17.11 3.64 
SPU'll'AHEITY: I 39 12.38 2.95 
-0.90 0.37 
II 36 12.97 2.67 
SELl;- REGAIU! I 39 ll.79 2.44 
-0.70 0.48 
II 36 12.19 2.50 
-;a 
CD 
CCM>ARISIOO OF POSTI'EST SCORES RlR K>IEL I: 
TABLE 8 (c:bntlnued) 
DECISIOO MAKIN<i AND K>IEL II: a:Mt.JNITY R>Rl<1.4:riOO 
00 'OlE PE~AL ~TORY 
VARIABLE KJDEL M N= - MEAN ST#UWID IEVIATIOO T VAUJE 2-TAIL PROBABILITY 
*SlllUFtCANT IP~OS 
SeLF-ACCEPTANCE I 39 14.61 3.55 
-1.94 0.05 
II 36 16.16 3.36 
NATllllli OF MAN-
ca~STRUCfiVE: I 39 10.43 2.38 
-1.62 0.10 
II 36 11.30 2.25 
SYNERGY: I 39 5.94 1.74 
-2.42 0.01* 
II 36 _6,80 1.26 
AU:ElYfANCC OF 
AGGilliSION: I 39 16.20 3.47 
-0.79 0.43 
II 36 16.86 3.75 
CAPACI'lY FOR 
INTIMATE C<lffACT: 39 16.30 4.65 
-2.23 0.02* 
II 36 18.61 4.25 
00 
0 
significant (p < • 029) at the • 05 level. 
Second HYPothesis 
The second null hypothesis states that there will be no significant 
differences after instruction in students' interpersonal behavior between 
Model I and Model II. Table 9 provides a posttest multivariate analysis of 
variance for both instructional models on the FIRQ-B scales. This global 
analysis alsri.-shows a MANOVA Lambda test (p.( 0. 848) for the FIRO-B 
posttest mean scores which is not significant at the • 05 level. The T-test 
comparisons on Table 10 of posttest mean scores for both models also do not 
yield any significant differences between models on any of FffiQ-B scales. 
The second null hypothesis is not rejected therefore since we were 
unable to establish any significant differences after instruction in student's 
interpersonal behavior between Model I and Model II. 
Third Hypothesis 
The third null hypothesis states that there will be no significant 
changes after instruction in students' attitudes, values, and interpersonal 
behavior within Model I. The data on Table 11, however, isolate significant 
changes on the P. 0. I. from pre- to posttesting for students enrolled in the 
Decision Making model. All significant changes in the model were measured 
in the direction away from self-actualization. Statistical T-tests yield':a: 
significant probability score on the P. 0. I. scales of Self-Actualizing value 
TABLE 9 
POSfi'ESl' MULTIVARIATE ANALYSIS OF VARIANCE JUR BO'lll INSl'RIJCfi<flAL t.OOOLS 
ON 1liE FIIU-B 
t-lJLTIVARIATE TESI'S OF SIGNIFICANCE U..<;ING WILKS LAMBDA CRITERIOO 
'ffiSf OF IWJ'S F DHIYP DFERR P LESS 1l1AN R 
1 'llliOliUI 1 0.442 6.000 68.000 0.848 0.194 
VARIABLE 
INCLUSIOO EXPilliSSEU 
OM'ROL EXPRESSED 
AFFECI'ION EXPRESSED 
lNQ.USJON WANI'ED 
Cffil'lnL WANTED 
APPECf ION WANTEil 
ll(1' 
LNIVARIATE F TESTS 
73) MEAN SQ 
0.347 
0. 770 
1.092 
0.238 
0.946 
0.203 
1.535 
4.482 
7.438 
2.894 
6.605 
2.027 
P LESS 1liAN 
0.558 
0.383 
0.299 
0.627 
0.334 
0.654 
SfANIWIDIZED DISCRIMINANT 
FUNCI'ION illEFFICIENTS 
1 
-0.209 
-0.584 
0.668 
0.410 
0.622 
-0.456 
'fABLE 10 
OlviPARISOO OF IUSTfESf SQJilliS ffiR KllEL I : IT:CISIOO Mt\KING AND t-DIEL II: amJNI'IY ffiRMATIOO 
ON 'IliE FIM-B SCALES 
VMIABLE ~OOOL I N= t.EAN STANDARD OOVIATIOO T VALUE 2-TAIL PIDBABILI'IY 
stmiJ'liCANT IF:Z: OS 
INCLUSJOO I 39 5.23 1.98 
EXPJlliSSED: 0.59 0.55 
II 36 4.94 2.22 
<n-JTllOL 39 2.87 2.09 
EXPRESSED: -0.88 0.38 
II 36 3.36 2.11 
AFFECflON 39 4.76 2.69 
EXPHESSED: 1.04 0.29 
II 36 4.13 2.52 
INCLUSION I 39 5.28 3.56 
WANlliD: 0.49 0.62 
II 36 4.88 3.40 
(Ufi'J()L I 39 4.53 2.42 
WANTED: 0.97 0.33 
II 36 3.94 2.85 
AFFECf'ION I 39 4.11 3.24 
lvAi'JTED: 0.45 0.65 
II 36 4.38 3.07 
TABlE 11 
CIM>ARISOO OF PRETE~! TO POS1TESf SffiRF.S fOR mDEL I: IECISJrn MAKING 
rn TilE PEilSOOAL ORIENTATIOO INVENTORY 
VAlUABLE TIKi N"' l-EAN SfANDARD DEVIATICW T VALUE 2-TAIL PROBABILI1Y SIGNIPICANT IF~.DS* 
Tit.~! PRE 15.69 2.98 
illMPE'I'ENLY: 39 -1.22 0.23 
rosT 15.00 3. 72 
INt~ER PRE 82.89 9.42 
IJIIU:Cl'ELI: 39 -1.25 0.22 
ro~T 80.38 13.85 
SELF Pllli 19.61 3.11 
ALI'UALIZATI<l'~: 39 -2.10 0.04* 
rosT 18.41 3.61 
EXISTENTIAL I1Y: PRE 20.07 4.09 
39 -1.55 0.12 
POST 19.00 4.50 
FEELING 
HEACI'IVI'lY: PRE 16.10 2.73 
39 -0.50 0.62 
I'OSf 15.76 4.02 
SPl)'.ITANE 11Y : Pllli 12.30 2.28 
39 0.16 0.87 
rosT 12.38 2.95 
TABLE 11 (rnNTINlJED) 
{D.1PARISON OF PllliTEST TO POS'ITEST SCORES IOR t.Of£L I: DECISION MAKING 
00 1liE PERSCNAL ORIENTATIOO INVillfi'ORY 
VARIABLli TUtl N"' MEAN STANDARD IEVIATH~ TVALIJE 2-TAIL PROBABILITY 
SIGNIFICANT IF<.05* 
SELF REGAiill: PRE 12.00 2.02 
39 -1.51 0.61 
POST 11.79 2.44 
SELF ACCEPTANCE: Pllli 15.17 3.34 
39 -0.96 0.34 
msr 14.61 3.55 
NATURE OF MAN PRE 11.30 2.21 
QJNSTRlJt.1'IVE: 39 -2.22 0,03* 
POST 10.43 2.38 
SYNERG'Y: PRE 6.66 1.54 
39 -2.79 0.00* 
PtST 5.94 1.74 
ACCEPTANCE OF Pilli 16.20 2.73 
AGGilliSSION: 39 0.0 1.00 
POSl' 16.20 3.47 
CAPACITY IUR INTIMATE PRE 17.20 3.67 
mN'l'ACT: 39 -1.15 0.25 
POS'l' 16.30 4.65 
TABlE 12 
Cl~iPAIUSON OF PRETESf TO POSI1"'EST SillRES FOR ~l)IEL I: OOCISION MAKING 
ON 'OlE FIID-B QllESfiONNAIRE 
VARIABLE Tlt<E N= t.£AN STANDARD lEVIATION T VALUE 2-TAIL PROBABILITY 
Sir.RIPJCANT IP(.OS 
INCLUSIOO PRE 5.00 2.21 
EXPRESSED: 39 0.79 0.43 
POSf 5.23 1.98 
CCNl'I~L PRE '2 .56 2.25 
EXPilliSSEil: 39 1.34 0.18 
POST 2.87 2.09 
AFFECfiOO PRE 4.35 2 .• 57 
EXPllliSSED: 39 0.99 0.32 
POSI' 4.76 2.69 
INCWSION PRE 4.69 3.31 
WMTEIJ: 39 1.08 0.28 
IDST 5.28 3.56 
WNI'OOL Pllli 4.82 2.34 
WAI'UED: 39 -0.82 0.41 
POST 4.53 2.42 
AFFECfiUN PRE 5.28 2.80 
WJ\N'I'ED: 39 -1.31 0.19 
POSJ' 4.71 3.24 
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(P <. 042), Nature of Man Constructive (p <.. 032) and Synergy (p (. 008). No 
significant changes in interpersonal behavior were measured on the FIRQ- B 
scales. No significant changes were obtained on the FIRQ-B scales as ob-
served on Table 12. 
Table 11 presents a comparison of P. 0. I. pretest to posttest 
scores for Model I: Decision Making. A T-test value of -2.10 and a 
p < 0. 042 is noted on the third or Self-Actualizing Values scale in the direc-
tion away from a greater holding or affirming of self-actualizing values. The 
mean scores on this variable changed from 19. 61 to 18. 41, which is a signi-
ficant movement at the • 05 level towards a less reflective attitude of the 
values of self-actualizing people. 
On Table 11, the ninth scale of the P. 0. I. , (NC) measures the 
attitude towards which an individual views the essential nature of persons. 
As Shostrom states: 
A high score means that one sees man as essentially good. He can re-
solve the goodness-evil, masculine-feminine, selfishness-unselfishness, 
and spirituality-sensuality dichotomies in the nature of man. A high 
score, therefore, measures the self-actualizing ability to be synergic 
in understanding of human nature. A low score means that one sees 
man as essentially evil or bad and is not synergistic. (Shostrom, 
1974) 
The movement of scores for Model I on this variable (Nature of 
Man), indicates a change from a pretest mean of 11. 30 to a posttest mean of 
10. 43. This has a T value of -2.22 with a p < 0. 032 which is significant at 
the . 05 level. The pretest to posttest change in mean score values indicates 
I 
F 
1. 
t 
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movement away from a view of man as good towards a view of man as essen-
tially evil at the • 05 level of significance. 
On the Synergy scale, a pretest mean of 6. 66 is noted and compared 
with a posttest mean of 5. 94, resulting in a T-test value of -2. 79 and a 
p < 0. 008, which is significant at the • 05 level. Again, the direction of move-
ment is towards a score reflective of an attitude which sees the opposites of 
life as antagonistic. Shostrom discusses the meaning of synergy scores: 
A high score is a measure of the ability to see opposites of life as 
meaningfully related. A low score means that one sees opposites of 
life as antagonistic. When one is synergetic one see:sc that work and 
play are not different, that lust and love, selfishness and selflessness, 
and other dichotomies are not really opposites at all. (Shostrom, 
1974, p. 11) 
The P. 0. I. scales discussed above for Model 1: Decision Making, 
present three pretest mean scores which change at the • 05 level of signifi-
cance. The direction of these changes describes an attitude and value shift 
towards a lesser degree of accepting and affirming of self:-s.ctualizating values. 
Table 12 shows no changes at the . 05 level of significance of mean scores on 
any of the six FIRO-B scales from pretesting to posttesting. 
The third null hypothesis is rejected, therefore, since negative 
changes were assessed at the • 05 level of significance on three P. 0. I. 
scales by students enrolled in Model I: Decision Making. 
MODEL II: COMMUNITY FORMATION 
Fourth Hypothesis 
The fourth null hypothesis states that there will be no significant 
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0 b.allg'eS after instruction in students' attitudes, values, and interpersonal 
behavior within Model II. The following presentation of statistical data, 
however, establish significant attitudes and values changes towards self-
actualization from pre- to posttesting for students in the Community Forma-
tion Model. Table 13 shows five significant changes in this model were 
measured in the direction toward self-actualization on the P. 0. I. scales of 
Time Competency (p < . 029), Inner- Di.rectedness (p ( . 008), Existentiality 
(p ( . 035), Feeling Reactivity (p <. 027), and Self-Acceptance (p < . 048)'. 
Table 14 shows no significant changes in students' interpersonal behavior 
patterns as measured by the FIRO-B scales. 
Table 13 provides a comparison of P. 0. I. pretest to posttest 
scores for Model II: Community Formation. Scale One, Time Competency, 
presents a pretest mean of 15. 00 and a posttest mean of 15. 86. A T-test 
value of 2. 28 with a P< 0. 029 is noted which is significant at the . 05 level. 
The pretest mean score moved towards a greater degree of Time Competency. 
Shostrom states that the time-competent person: 
Appears to live more fully in the here-and-now. He is able to tie the 
past and the future to the present in meaningful continuity. He appears 
to be less burdened by guilts, regrets, and resentments from the past 
than is the (less time-competent person) and his aspirations are tied 
meaningfully to present working goals. He has faith in the future with-
out rigid or over-idealistic goals •.• his past is used for reflective 
thought and the future is tied to present goals. (Shostrom, 197 4, p. 27) 
The mean score change from pre- to posttesting indicates a move-
ment towards a greater ability to live in the present moment coupled with a 
TABLE 13 
(U.f'ARISON OF PRE'IEST TO POSTfEST SCORES RlR M.IDEL II: C(}.t.WI'IY RlRMATICl'l 
~ TilE PEI~AL OIUENTATION INVENTORY 
VAlUABLE TIME N= lvEAN SfANDARD OOVIATION T VAUJE 2-TAIL PROBABILITY 
STrniFic:wt' lF<:OS* 
TI~ PRE 15.00 3.64 
(UlPEllliNCY: 36 2.28 0.02* 
PO.'iT 15.86 3.46 
INNER PRE 81.97 10.95 
DlllliC.TED: 36 2.83 0.00* 
POST 86.86 11.95 
SELF Pllli 19.30 2.76 
Ac.TUALIZAT !a'~; 36 1.14 0.26 
POST 19.77 2.94 
EXISTENTIALI1Y: PRE 20.30 4.04 
36 2.19 0.03* 
POST 21.19 4.69 
BTELING PRE 16.08 3.09 
llliAGf IVITY: 36 2.30 0.02* 
msT 17.11 3.62 
SPOI.ffA'IEI1Y: Pllli 12.36 2.84 
36 1.66 0.10 
rosT 12.97 2.67 
SELF llliGJ\JID: Pllli 11.50 2.94 
36 1.48 0.14 
rosT 12.19 2.50 
(0 
0 
TABLE 13 (<DNTINlillO) 
ffiMPARISON OF PRETEST TO POSJTEST SL'ORES FOR KlOOL II: <XJ.MliHTY FORMATIOO 
ON Tim PERSCNAL ORIENTA:fHl-l INVEN'ffillY 
VARIABLE THE N= MEAN SfANDAIID IF.VIATIOO T VAWE 2~TAIL PROBABILITY 
SHNIFil:AN't' IF<ffi-
SEUL Plffi 15.00 3.18 
ACCEPl'ANCE: 36 2.05 0.04* 
l'iliT 16.16 3.36 
NATURE or MAN PRE 11.16 1.96 
m~smucnw: 36 0.43 0.67 
POSf 11.30 2.l5 
SYNERC.'Y: PRE 6.47 1.15 
36 1.64 0.11 
POST 6.80 1.26 
ACCEPI'ANCE Plffi 16.36 3.11 
AGGilliSSIOO: 36 1.05 0.30 
POSI' 16.86 3.75 
CAPACITY f{)R Pllli 17.97 3.69 
IN'l'IfviATE COOTACl' 36 1.24 0.22 
IDS'!' 18.61 4.25 
greater degree of awareness of how to integrate the past and future with the 
present. 
Scale Two, Inner Directed, shows a pretest mean score of 81.97 
. and a posttest mean score of 86. 14. This results in a T value of 2. 83 and a 
p <. 008 which is significant at the • 05 level. The direction of change for 
this pretest mean score is in the direction of greater independence and more 
self-support. Shostrom describes this scale as a balance between inner and 
other directedness: 
The support orientation .of the self-actualizing person tends to lie 
between that of the extreme other and the extreme inner-directed 
person. He tends to be less dependency- or deficiency-oriented than 
either the extreme inner- or the extreme other-directed person. He 
can be characterized as having more of an autooomous self-supportive, 
or being-orientation ••• the source of his actions is essentially inner-
directed •••• He transcends complete inner-directedness by critical 
assimilation and creative expansion of his earlier principles of living. 
He discovers a mode of living which gives him confidence. (Shostrom, 
1974, p. 2~) 
Living in the present moment supplies self-support and sustenance 
92_ 
by the very act of being involved in an active process. Initiating control over 
the here-and-now is the only real power available to individuals and is an 
end in itself. It is self-validating and self-justifying. "Being has its own 
reward--a feeling of self-support" (Shostrom, 1968). 
The fourth scale, Existentiality, presents a pretest mean score of 
20.30 and a posttest mean score of 21.19. This produces a T-test value of 
2.19 and a p < 0. 035 which is significant at the • 05 level of significance. 
This indicates movement toward greater flexibility in application of personal 
93 
values. 'This change shows a greater ability to use good judgment in applying 
1 f one's general principles of living. 
The Fifth Scale, Feeling Reactivity, shows a pretest mean of 16.08 
and a posttest mean of 17. 11 resulting in a T value of 2. 30 and a p < 0. 027 
which is significant at the • 05 level of significance. The pretest to posttest 
change of mean scores indicates movement in the direction of greater sensi-
tivity to one's own individual needs and feelings physically, intellectually, 
and emotionally. 
The final scale showing significant movement on the P. 0. I. is the 
eighth scale: Self-Acceptance. The pretest mean score changes from 15.00 
to 16.16 for a T value of 2. 05 which is significant at the • 05 level (p ( 0. 048). 
Table 14 presents a comparison of changes from pretest to posttest on the 
FIRQ-B scales for Model II: Community Formation. No significant change in 
scores is noted from pretest to posttest at the • 05 level of significance on 
any of the six FIRQ-B scales. 
The fourth null hypothesis is rejected, therefore, since positive 
changes were assessed at the • 05 level of significance on five P. 0. I. scales 
by students enrolled in Model II: Community Formation. 
DISCUSSION OF THE DATA 
The statistical analysis of the pretest data using both a multivari-
ate analysis of variance (MANOVA) and the T-test statistic indicated no slg-
nificant differences with the two model populations and between the two 
. TAIU.E 14 
eot.IPARISQII OF PRI:iTEST TO roSfJEST SCORES ll)R M'>DEL II: aM.UH'IY ffiRMATIOO 
00 TiiE FIIO-B ~STIONNAIRF.. 
VARIABLE Tlt-E N= t.f!AN STANDAIID IEVIATIOO 1' VAUJE 2-TAIL PROBABILITY 
Sir.RIPIC'i':iWI' IP<: Ds 
INCLUSION EXPRESSED: PRE 4.88 2.53 
36 0.19 0.85 
POST 4.94 2.22 
INCLUSIOO WANTED: Pili 4.38 3.57 
36 1.28 0.20 
msr 4.81! 3.40 
AFFEC.TIOO EXI'IlliSSED: Pllli 4.05 2. 72 
36 0.25 0.80 
POST 4.13 2.52 
AFFECl'IOO WANTED: Pllli 4.80 2.89 
36 -1.17 0.25 
IDST 4.38 3.07 
mNTIOL EXPRESSED PRE 2.86 2.44 
36 1.51 0.14 
rosr 3.36 2. 71 
UWI'ROL WANTED: PIUi 4.66 2.86 
36 -1.75 0.08 
POSl' 3.94 2.85 
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It was also concluded that any significant changes from pretesting to post-
testing on any of these variables had a significantly high probability of not 
being due to chance or to any set of external causes. An analysis of each 
course objective through each assessment inventory scale indicates a general 
regression of mean score values for Model I and a general increase in mean 
score values for Model IL Please refer to Charts 3 and 4 for an overview of 
change scores for both models from pre- to posttesting. 
For Model I the statistical data previously discussed show an over-
all regression of mean score values towards less affirmation of the attitudes 
and values me11.sured by the P. 0.1. suggesting the existence of a cause or set 
of causes motivating students to make choices which brought about these re-
suits. It is only possible at this point to speculate as to what techniques, 
characteristics, or experiences inherent in Model I may have caused or in-
fluenced the mean scores to actually regress. 
MODEL I: DECISION MAKING 
The in.ain learning theory utilized in Model I emphasized a cogni-
tive and intrapersonal learning orientation. The major thrust of this model 
was the identification of attitudes and values, strengths and interests, and 
the mastering of specific decision-making strategies and goal-setting 
CHARI 3 
A PROFILE GRID OF CHANGE SCORES PROM 
PBE TO POS!TESTING FOR MODEL I: 
DECISION MAKING 
*SIGNIFICANT IF P. < . 05 PERSONAL ORI&'ITATION INVEN!ORY 
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*SIGNIFICANT IF P.<.05 
CHARI 4 
A PROFILE GRID OF CHANGE SCORES FROM 
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techniques developed by Anna Miller- Tiedeman. The educational emphasis in 
Model I was more diagnostic in nature than was that of Model II, which foster-
ed a more affective learning environment. 
The learning of decision-making skills resulted in depressed mean 
scores on the P. 0. I. scales and only slightly changed scores (not significant 
at the • 05 level) on the FIRQ-B scales. This may indicate a slight amount of 
resistance to owning the locus of responsibility for personal decision making 
and the learning of goal-setting skills. The Decision-Making model empha-
sizes a dependency relationship with the instructor and places a direct chal-
lenge to the students to learn a specific set of intra-personal skills in an 
apparently short amount of time, leaving little time for inte!'Personal dia-
logue. This demands that students look at one facet of their intrapersonal 
life and experience the weakness and ineffectiveness of their decision-making 
skills and power prior to experiencing their strengths to bring about personal 
control in the decision-making realm of their lives. The posttest mean 
scores on the P. 0. I. and the FIRQ- B scales may have measured primitive 
or primary stages of students learning a new decision-making process. 
Level I on the Miller-Tiedeman decision-making pyramid demands 
internalizing a new mind-set of labels describing eight different decision-
making strategies. The definition or description of six of these strategies 
emphasizes a declsion-making_style not centering on personal power, but 
focuses more on chance or someone else's power to take away responsibility 
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for decision making. These decision-making styles are apparent in the 
language used by Miller-Tiedeman. The decision-making strategy labels of 
Dinklage (1969) were taught in this model. 
Initially, afte.r learning this new language, students may be resis-
tant to owning their own ineffective ways of personal decision making. Mter 
continuous feedback from others in a group experience, they seem to move 
into a more intrapunitive and self-debilitating process of self-blame for 
shifting their decision-making power to an outside locus. Depression is a 
secondary result of disowning personal power (Roth, 1970). This realization 
of disclaiming of personal power seems to be inherent in the initial stages of 
the Miller-Tiedeman decision-making model. The depressed mean value 
scores on the P. 0. I. may be a result of measuring this model at level I of 
the decision-making skills. 
An overview of Chart 5 shows no significant changes in any of the 
six FIRO-B scores for Model I. The expressed inclusion and wanted inclu-
sion scores show slight increases not significant at the • 05 level. The fact 
that both scores increased in similar magnitude and direction, but remained 
within the middle ranges, indicates that Model I participants behaved in 
ways which were compatible with their overall inclusion needs and suggests 
that they have not been significantly affected by the instruction. The slight 
increase in this interpersonal dimension may be attributed to the actual be-
havioral changes any similar population would make after having received 
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such a group experience. Model I experiences such as identification and 
owning of feelings, attitudes, and values, sharing strengths and interests, 
and the giving and receiving of feedback may have caused the slight increase 
in the inclusion scores. For these reasons students may have begun to ex-
. press their need to be included more openly:_and authentically and may have 
become more aware of their desire to include others in their lives. 
The expressed control score for Model I increased from 2. 56 to 
2. 87 with a p < 0.18 which approaches significance. The score is in the low 
range indicating a lack of comfort in expressing leadership behavior, taking 
on responsibility, and making decisions. The cognitive approach in Model I 
of directly teaching decision-making strategies and skills may have caused 
this slight movement towards a greater behavioral expression of control 
needs. The wanted control scores decreased from 4. 82 to 4. 53 with a 
p <. 0. 41. This desire to receive leadership direction, have others assume 
responsibility, and make decisions seemed to decrease slightly perhaps as 
a function of experiencing new ways to fulfill control needs through the 
learning of the decision-making skills and strategies. The decreasing of 
the wanted control score is compatibh~'with the increasing expressed control 
score. 
The expressed affection score increased from 4. 35 to 4. 76 with a 
p <. 0. 32 not significant at the . 05 level. Although interpersonal and affec-
tive elements were not directly emphasized in this model as primary course 
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content a certain amount of affection was exp~:essed in the giving and receiving 
of feedback which may account for the slight increase in the expressed affec-
tion scores. The wanted affection scores decreased from 5. 28 to 4. 71 with 
a p ( 0. 19 indicating a slight lessening in desire to receive affection from 
others. This may be a function of the entire focus of the model which puts 
emphasis on control in decision making and giving to others and less empha-
sis in reflecting on the desire to receive affection through interpersonal dia-
logue. 
MODEL II: COMMUNITY FORMATION 
The emphasis of the Community Formation Model was affective in 
nature and interpersonal in orientation. Students were taught specific inter-
personal contact skills and were encouraged to become more sensitive to 
their own immediate affective experiences as they used these skills in re-
lating with other group members. The over-riding goal of Model II was the 
establishment of an intimate community within which members were encour-
aged to learn about their interpersonal styles and were free to experiment 
with new patterns of behavior. Th~_interactional goals of Model II are inten-
ded to foster the development of an intimate community. The giving and 
receiving of feedback, experimentation with new behavior, self-disclosure, 
expression of feelings, mutual support, and productive confrontation summar-
ize the major interactional goals of the Community Formation Model. The 
goals, interactions, and procedural rules were based on the group contract 
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developed by Gerard Egan (1970). 
Group members attempted to in~.rolv:e themselves creatively with 
each other through agreed-upon procedures such as s~ying in the here-and-
now, initiating contact with others, speaking directly to other individuals, 
and by contributing thoughts and feelings to other group members engaged in 
dialogue. 
For Model II all twelve P. 0. I. mean score values increased in the 
direction toward self-actualization. Significant changes (p < • 05) were found 
on the P. 0. I. scales of Time Competency, Inner Directedness, Existentia-
lity, Feeling Reactivity, and Self-Acceptance. Knapp's (1976) P. 0. I. re-
search review reports on a majority of studies which discovered significant 
changes on the Inner-Directed scale. As he states: 
All studies except one (eight out of nine) reported significant increases 
on the major Inner Directed scale. In terms of subscale interpretation 
of this demonstrated increases in Spontaneity. Other frequently ob-
served increases were in Existentiality, Acceptance of Aggression, 
and Capacity for Intimate Contact scales, each showing increases in 
six of the ten studies. Scales of Self-Actualizing Values and Self-
Acceptance each demonstrated increases in five of the ten studies. 
Increases in other scales reached significance in less than half of the 
studies and thus may be considered to be relatively less subject to 
change under the conditions imposed and the techniques generally em-
ployed in group experiences. (Knapp, 1976) 
The other scales Knapp refers to are: Time Competency, Feeling 
Reactivity, Self-Regard, Nature of Man-Constructive, and Synergy. Two of 
these scales (Time Competency and Feeling Reactivity) reached significance 
at the • 0 5 level for Model II. 
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The emphasis on staying in the here-and-now with thoughts and 
feeling seems to be reflected in the significant change in the P. 0. I. Time 
Competency scale (p (. 209). The participants in this model seem to have 
grown significantly in their ability to live in the present moment as opposed 
to living in the past or future. 
The responsibility each member chose to initiate interpersonal 
contact and to speak directly to other group members seems to be reflected 
1n the significant increase (p <.. 008) on the Inner Directed scale. This seems 
to be a measure of participants' behavior as being more independent and self-
supportive and less dependent on the support of others' views and opinions. 
Significant growth on the Existentiality scale (p ( . 035) seems to 
indicate an attitude change on the part of Model II participants. This scale 
measures flexibility in applying self-actualizing values and principles to 
their lives. The overall experience of the Community Formation model seems 
to have compulsive and dogmatic in how they actually live out their value sys-
tems. Students became aware of these different dimensions in their lives and 
were thus free to decide how they wished to apply their values in different 
existential situations. 
The significant increase on the Feeling Reactivity scale (p <. 027) 
seems to indicate a greater personal awareness of participants in Model II. 
The ever-present flow of interpersonal dialogue through the sharing of 
thoughts and feeling, mutual support, empathy, and responsible confrontation 
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seems to have encouraged group members to become more sensitive to their 
own needs and feelings. 
The final scale to reach significance for Model II is the Self-
Acceptance scale (p <.. 048). The sharing of strengths and weaknesses, the 
presence of mutual support and understanding seem to have encouraged par-
ticipants to become more able to accept themselves in spite of personal 
weaknesses. 
Chart 6 provides an overview of change scores for Model II show-
ing no significant changes for any of the six FIRO-B scores. The expressed 
inclusion score increased from 4. 88 to 4. 94 with a p( 0. 85. The wanted 
inclusion score increased from 4. 38 to 4. 88 with a p <. 0. 20. The scores 
seem to indicate that the participants slightly increased expression of their 
inclusion needs and heightened awareness of their desire to be included by 
others. The direct focus of the Community Formation model was to form an 
intimate community through self-disclosure, expression of feelings, mutual 
support, and productive confrontation. These learning experiences seemed 
to have brought about a slight change in the interpersonal dimension of inclu-
sion. The similar direction and magnitude of change indicate compatability 
of inclusion needs expressed and wanted for participants in the Community 
Formation Model. 
The expressed control scores increased from 2. 86 to 3. 36 with a 
p ( O. 14. The pretest scores reflect low behavioral expression of leader-
ship ability, taking on responsibility, and making decisions. The increase 
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in this score approaches significance and indicates increased behavioral ex-
pression in the interpersonal dimension of control for Model II participants. 
Participants in the Community Formation Model were especially encouraged 
to seize leadership roles through self-disclosure, expression of feelings, 
support, and productive confrontation. The increase to 3. 36, which is in the 
:middle range of scores, indicates productive change for the participants in 
the Community Formation Model. 
The wanted control scores decreased from 4. 66 to 3. 94 with a 
p <. 0. 08. This seems to indicate a somewhat dramatic although not statisti-
cally significant change towards a lesser desire for interpersonal control. 
The posttest score remained within the middle range of scores, indicating a 
desire for some control, but less so than prior to instruction. This score is 
compatible with the change in expressed control for this group. The partici-
pants seem to be expressing behaviorally a greater desire to take on res-
ponsibility, assume leadership scales, and make decisions and less of a 
desire to be controlled interpersonally. 
The expressed affection scores increased from 4. 05 to 4. 13 with 
a p < 0. 80. This seems to indicate that although the learning experiences 
may have helped foster a sense of community, they did not significantly 
move the participants towards a greater behavioral expression of affection. 
The wanted affection scores decreased from 4. 80 to 4. 38 with a p (. 025. 
These scores remain in the middle ranges, indicating a slight decrease in 
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desire to receive affection from others. The learning of the Community 
Formation skills may have encouraged participants to express themselves in 
terms of their affection needs and correspondingly may have lowered their 
desire to receive affection during the group process. 
All of the expressed scores increased for both models while the 
wanted control and affection score decreased for both models. This seems 
to indicate an increase in the amount of energy being placed into expressing 
interpersonal needs behaviorally and a lessening of energy being placed into 
desiring these behaviors from others. 
INFLUENCE OF PRETESTING 
The Personal Orientation Inventory and the FIRO-B questionnaires 
are psychological assessment inventories (see Appendix E, p.17J for complete 
descriptions) which attempt to assess the attitudes, values, and interperson-
al behavior levels of individuals or groups of individuals. The statements in 
each inventory make direct reference to an individual's intr;wersonal and 
inte!J)ersonal life and thereby may affect his or her openness toward changes 
in these specific personal dimensions of life. It was hypothesized, there-
fore, that due to the nature of the assessment instruments used in this 
research project, pretesting might have a significant effect on the learning 
outcomes of each individual student. Students who were pretested would 
probably increase posttest mean score values in a more positive direction 
than those who were not pretested. 
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A two-way analysis of variance was performed on each of the 
scales for each assessment instrument for both models. No significant 
differences (p (. 05) in posttest mean scores were observed between the two 
instructional models for any of the eighteen variables. Therefore, despite 
the highly-visible psychological nature of the assessment instruments and 
the similar nature of the Human Development course experiences, there 
appeared to be no significant pretest influence on students in either instruc-
tional model who were pretested as compared to those who were not pre-
tested. 
SUMMARY 
The mean variable scores for both instructional models provided 
-
homogeneous levels of pretest data. A multivariate analysis of variance 
(MANOVA) indicated no significant (p <. 05) difference within each model on 
all eighteen variables measured. A two-way analysis of variance (ANOVA) 
indicated no significant differences (p <... 05) in posttest mean scores in 
either instructional model of those who were pretested as contrasted with 
those who were not pretested. 
An overview of the mean score changes on the FIRO- B and es-
pecially on the P. 0. I. for Model I illustrates an unexpected set of results 
based on the learning outcomes measured by these two instruments and the 
intended objectives of the instructional model. The generally regressed 
mean scores on the P. 0. I. indicate statistically that the model did not meet 
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it's objectives except on the Spontaneity scale. Students may have achieved 
other objectives of educational value which have riot been measured by this 
study and therefore cannot be validated here. 
It is only pos~tile to speculate as to what techniques, characteris-
tics, or experiences inherent in Model I may have caused or influenced the 
mean scores to actually regress: 
1. Emphasis on strategies for future planning and decision making as 
contrasted with an emphasis on the here-and-now. 
2. Emphasis on forming a dependency relationship with the instructor. 
3. Rigid approach to learning the language of decision-making strate-
gies. 
4. The nature of language itself as the first insight students experi-
enced into their decision-making process as being a function of 
chance or someone else taking away their personal responsibility, 
thus awakening a feeling of impotency and powerlessness fostering 
self-blame, intrapunative anger, and, ultimately, low self-regard. 
(Roth, 1970, p. 23) 
5. Extremely small amount of time available for interpersonal dia-
logue. 
These reasons may indicate some possible reasons for the low mean 
scores resulting on the P. 0. I. for Model I. Further research using other in-
struments may validate these hypotheses as well as other objectives achieved 
by this model. 
Five mean scores increased significantly on the P. 0. I. and seven 
scores increased although not significantly for Model II. These learning 
outcomes were the expected and intended results of the Community Forma-
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tion model. The characteristics, qualities, and experiences of this model 
brought about the objectives of this specific Human Development course model 
in the intended direction of growth. 
The six interpersonal dim ens ions measured by the FIRO- B are 
deeply integrated personality organizations which are extremely stable and 
do not readily change without significant external and internal motivation 
(Schutz & Allen, 1966 ). This means that a person must experience a pro-
found change in an interpersonal relationship or experience the effects of 
intensive psychotherapy before mean score values would change significantly. 
The methods of the two instructional models under study did not offer this 
type of intensive group psychotherapy experience. Hence it is understand-
able that there W'ould be no significant movement on any of the FIRO- B scales 
for either instructional model. 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
SUMMARY 
'Ihe Problem 
A background in.vestigatlon of the problem showed a marked in-
crease in the implementation of various forms of Human Development courses 
over the past ten years. Taught in more than 120 community colleges 
throughout the Ulited States, these Human Development courses emphasize 
four general objectives: 
1. To develop good interpersonal relations. 
2. To allow one to examine his own values, attitudes, interests, and 
beliefs. 
3. To consider personal, academic, and vocational concerns. 
4. To provide an intensive small group experience. (Creamer, et al, 
1972) 
A review of the literature illustrates the implementation of the 
Human Development course into the community college curriculum as an 
integration of the dynamics of Humanistic Psychology and the basic principles 
of small group work. The literature cites the fact that many varied course 
forms are being offered extensively through the community college curricu-
lum, but does not describe the course content, teaching methods, or learning 
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outcomes of these various instructional models. The problem centers in the 
small amount of research being carried out relative to the large number of 
newly-developed Human Development course models being implemented. 
The Purpose 
The specific purpose of this study was to analyze changes in selec-
ted attitudes, values, and certain interpersonal characteristics of students 
enrolled in two Human Development course models at Oakton Community 
College in Morton Grove, lllinoi:s. The research of Anna Miller-Tiedeman 
and Gerard Egan was presented as the educational b~ses upon which these 
Human Development courses were structured. Inferences were also made 
as to the possible causes for differences between both models and changes 
within both models after instruction. 
Information gleaned from a total-outcome study of a community 
college Human I'levelopment course curriculum would be of practical value. 
This information could be used as support to pretest prospective students for 
purposes of assessing their own individual intrapersonal and interpersonal 
development levels. These assessment results in turn then could be given 
to the students with encouragement to: 
1. Work on strength and weakness areas during their Human Develop-
ment course experiences. 
2. Choose a course model which would most effectively respond to 
their needs. 
Also, this research information could be used by other community 
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colleges of similar student populations and course offerings to develop their 
own programs and to guide their own students accordingly. 
The Hypotheses 
The liypotheses tested in this study are stated in null form. The 
direction of testing is to reject the null hypotheses at the • 05 level of signifi-
cance. The hypotheses are stated as follows: 
1. There will be no significant differences after instruction in stu-
dents' attitudes and values between Model I and Model II. 
2. There will be no significant differences after instruction in stu-
dents' interpersonal behavior between Model I and Model II. 
3. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model 1: 
Decision Making. 
4. There will be no significant changes after instruction in students' 
attitudes, values, and interpersonal behavior within Model II: 
Community Formation. 
The Population 
Each Human Development course model, Decision Making and 
Community Formation, was composed of six course sections. There were 
seventy-nine students enrolled in Model I at pretest time and seventy-five 
enrolled at posttest time, resulting in an attrition of four students. There 
were eighty-five students enrolled in Model II at pretest time and seventy-
nine enrolled at posttest time, resulting in an attrition of six students. The 
classes met once or twice a week for three hours during the sixteen-week 
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1976 Spring semester. 
The Instructors 
To insure a basic grounding in and a uniform understanding of the 
two treatment models being researched, all group leaders received six hours 
of in-service training at Oakton Community College from Anna Miller-
Tiedeman and Gerard Egan during the 1975 Fall and 1975 Spring semesters. 
The objectives of the training sessions were: 
1. To insure the leaders of more solid grounding within the context 
of their own instructional models. 
2. To produce a more unified approach within both models. 
3. To illuminate a more distinct approach between both models. 
The training of the leaders, however, does not imply a rigid ad-
herence to any orthodox system of instruction. The leaders were actually 
implementing these distinct models independently and prior to in-seririce 
training. 
The Instruments 
The Personal Orientation Inventory (P. 0. I.) and the Fundamental 
Interpersonal Relations Orientation-Behavior (FIRQ-B) questionnaire were 
the two assessment instruments used in this research project. 
As indicated above, the P. 0. I. was chosen as appropriate since 
it measures specific differences and changes in selected attitudes and values 
which were isolated and explored in the two instructional models under study. 
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The instrument has been found to be valid and reliable in a significant number 
of similar Human Development course studies reported in the literature 
(Knapp, 1976), Results obtained from this instrument facilitate comparisons 
and contrasts of Human Development course studies measuring changes in 
similarly selected attitudes and values. 
A review of the literature on the use of the FIRQ-B in Human 
Development courses does not yield large numbers of studies demonstrating 
significant changes in the interpersonal behavior of participants. The instru-
ment was used, however, as a measure of the intensity of the experiences 
students were receiving and for the data it would yield for comparative pur-
poses to other studies. 
The P. 0. I. measured twelve selected attitudes and values while 
the FIRO-B measured six selected dimensions of interpersonal life. These 
selected characteristics were analyzed for significant changes both within 
instructional models and between instructional models. 
The Procedure 
The Human Development course instructors emphasized various 
learning experiences and teaching techniques pertinent to each model. In 
Model I: Decision Making, these elements were based on the theory of 
Anna Miller- Tiedeman. 
1. Identification and owning of feelings 
2. Identification and owning of attitudes and values 
3. Identification and owning of strengths and interests 
4. Experience in personal dec is ion-making strategies and goal 
setting 
5. Giving and receiving of feedback 
In Model II: Community Formation, the instructional elements 
were based on the theory and practice of Gerard Egan. 
1. Self-disclosure 
2. Expression of feelings 
3. Mutual support 
4. Confrontation 
5. Response to confrontation 
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(For a complete set of resource materials used in each model, please refer 
to the Appendix, pp. 145-169.) 
In order to check on possible pretest influence, only three course 
sections in each model were pretested while all six sections in each model 
were posttested. Pretesting took place during the second week of the semes-
ter and posttesting took place during the fifteenth week of the 1976 Spring 
semester. 
Multivariate analysis of variance was used as a global statistic to 
check for initial differences between populations (at pretesting) and final 
differences between populations (at posttesting) on all eighteen variables 
measured by the P. 0. I. and the FIRo- B. A two-way analysis of variance 
was used to check for possible pretest influence. Finally, T-tests were 
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performed on each variable to isolate any differences which may have occurred 
from pretesting to posttesting within each model. 
Preliminary Analysis 
A two-way analysis of variance showed no significant differences 
(p (. 05) in posttest mean scores between the two instructional models for any 
of the eighteen variables. Therefore, despite the highly visible psychological 
nature of the assessment instruments and the similar nature of the Human De-
velopment course experiences, there appeared to be no significant effect on 
learning outcomes between students in either instructional model of those who 
were pretested as contrasted with those who were not pretested. 
A multivariate analysis of variance (MANOVA) showed no significant 
pretest differences between both instructional models on any of the eighteen 
variables measured. These population scores of both models provided homo-
geneous levels of pretest data. 
The Findings 
T-test analyses, however, yielded significant posttest differences 
(p (.. 05) between models on the following P. 0. I. variables: Existentiality, 
Feeling Reactivity, Synergy, and Capacity for Intimate Contact. All of these 
scores for Model II changed more in the direction of affirming these values 
than did the mean score values of Model I. There were no significant post-
test differences between models for any of the six FIRQ-B scores. 
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of mean scorer values away from self-actualization. This seemed to indicate 
the existence of a cause or set of causes which motivated students to make 
choices which were less affirmative of selected attitudes and values as 
measured by the P.O. I. The FIRQ-B scores show slight changes, not sig-
nificant at the • 05 level, which remain in the middle ranges. It is possible 
at this point to speculate as to what techniques, characteristics, or experi-
ences inherent in Model I may have caused or influenced these selected atti-
tudes, values, and interpersonal life dimensions to change. 
Model I was a cognitive and intrapersonal learning orientation which 
emphasized the identification of attitudes and values, strengths and interests, 
and the mastering of specific decision-making strate~ies and goal-setting 
techniques developed by Anna Miller-Tledeman. 
The learning of decision-making skills seems to have' resulted in 
depressed mean scores on the P. 0. I. scales and only slightly changed 
scores (not significant at the • 05 level) on the FIRQ-B scales. This may 
indicate some resistance for owning the locus of responsibility for personal 
decision-making and the learning of goal-setting skills. This model emphasi-
zed a dependency relationship with the instructor and placed a direct chal-
lenge to the students to learn a specific set of decision-making skills in an 
apparently short amount of time, leaving little time for interpersonal dialogue. 
This instruction demanded that the student look at one facet of his intraper-
sonal life and experience the weakness and ineffectiveness of his decision-
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:ro.aklng skills and power .Jprior to experiencing his strength to bring about 
personal control in the decision-:ro.aking real:ro. of his life. The posttest :ro.ean 
scores on the P. 0. I. and Fmo-B scales may have :ro.easured primitive or 
primary stages of students learning a new decision-making process. 
Level I on the Miller- Tiedeman decision-:ro.aking pyramid demands 
internalizing a new mind-set of labels describing eight different decision-
making strategies. The definition or description of six of these strategies 
emphasizes a decision-making style not centering on personal power, but 
focusing more on chance or someone else's power to take away responsibility 
for decision making. These decision-making styles are apparent in the lan-
guage used by Miller-Tiedeman. The decision-:ro.aking strategy labels of 
Dinklage (19691 were taught in this model. 
The FIRQ-B scores for Model I increased in the expressed inter-
personal dimensions of inclusion, control- and affection, and on the wanted 
dimension of inclusion. The scores decreased on the wanted control and wan-
ted affection dimensions. Neither the increasing nor decreasing scores were 
significant at the • 05 level. Experiences in Model I such as identification 
and owning of feelings, attitudes and values, sharing of strengths and in-
terests, and the giving and receiving of feedback may have caused the slight 
increases in both inclusion scores. 
The approach of teaching decision-making skills and strategies 
may have caused the slight increase in scores. This may reflect a slight 
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change in participants expressing their control needs by taking on more res-
ponsibility, making better decisions, and engaging in more leadership be-
havior. Although interpersonal and affective elements were not directly 
emphasized in Model I as primary course content, a certa.in amount of affec-
tion seems to have been expressed in the giving and receiving of feedback 
which may account for the slight increase in the expressed affection scores. 
The decrease in the wanted affection score may be a reflection of the focus of 
the model. The emphasis is :on control through decision making and less 
encouragement was given to participants to reflect on their desire to receive 
affection through interpersonal dialogue. 
~liodel II: Community Formation 
The overriding goal of Model n was the establishment of an inti-
mate community within which members were encouraged to learn more about 
their interpersonal styles and were free to experiment with new patterns of 
behavior. The interactional goals and the agreed-upon procedural rules 
were intended to help foster a sense of community. The goals, specific in-
teractions and procedural rules were based on the group contract developed 
by Gerard Egan (1970). 
All twelve P. 0. I. mean score values increased in the direction 
toward self-actualization. Significant changes (p <.. 05) were established on 
the P. 0. I. scales of Time Competency, Inner Directedness, Existentiality, 
Feeling Reactivity, and Self-Acceptance. The group interactions, such as 
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self-disclosure, giving and receiving of feedback, expression of feelings, 
mutual support, and the procedural rules such as initiative and staying in the 
here-and-now, and speaking to one individual, all seem to have brought about 
the significant changes in these P. 0. I. scales. The affective nature and inter-
personal orientation of the Community Formation Model seemed to produce an 
environment in which participants actually were able to grow in the dimensions 
measured by the P. 0. I. The instrument itself seems to be appropriate for 
measuring such selected attitudes and values changes as a result of this form 
of learning experience. 
The FIRQ-B scores for Model II increased (although not significant-
ly) in the expressed interpersonal dimensions of inclusion, control and affec-
tion, and in the wanted dimension of inclusion. The scores decreased in the 
wanted control and wanted affection dimensions. The learning experiences 
emphasized in Model II (expression of feelings, giving and taking of feedback, 
and mutual support and empathy) seem to have brought about these slight 
changes in the inclusion scores. 
The increase in expressed control and decrease in wanted control 
seems to be a function of learning how to initiate'contact, speak directly to 
another group member, and confront others productively. Less dependency 
is a function of greater initiation and less waiting to be contacted by others. 
The expressed affection scores increased slightly perhaps as a 
result of participants receiving encouragement and permission to express 
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their positive feelings for other group members. This pouring of energy into 
the dimension of expression may have lessened their desire slightly to receive 
affection, hence the slightly decreased wanted affection score. 
The six Interpersonal dimensions measured by the FIRO..B are 
deeply Integrated personality organizations which are extremely stable and do 
not readily change without significant internal and external motivation (Schutz, 
1966). This suggests that a person must experience a profound change in an 
interpersonal relationship or experience the effects of intensive psychotherapy 
before FIRO-B mean score values would change significantly. The lack of 
significant changes in FIRO-B scores seems to indicate that the Decision-
Making model fosters a less intense environment for participants than they 
would experience In a psychotherapeutic setting. 
CONCLUSIONS 
The mean variable scores for both instructional models provided 
homogeneous levels of pretest data. A multivariate analysis of variance 
(MANOVA) indicated no significant (p ~. 05) differences within each model on 
all eighteen variables being measured. A two-way analysis of variance 
(ANOVA) indicated no significant difference (P ( • 05) in posttest mean scores 
In either instructional model of those who were pretested as contrasted with 
those who were not pretested. 
An overview of the mean score changes on the FIRO-B and especi-
ally on the P. 0. I. for Model I illustrates an unexpected set of results based 
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on the learning outcomes measured by these two instruments and the intended 
objectives of the instructional model. The generally depressed mean scores 
on the P. 0. I. for Model I indicates the existence of another set of causes in-
:tluencing students to make choices away from Self-Actualization. Students 
may have achieved other objectives of educational value which have not been 
measured by this study and therefore cannot be validated here. 
It is only possible to spe~ulate as to what techniques, characteris-
tics, or experiences inherent in Model I may have caused or influenced the 
mean scores to actually regress: 
1. Emphasis on strategies for futureplanning and decision making as 
contrasted with an emphasis on the here-and-now. 
2. Emphasis on forming a dependency relati~:>nship with the instructor. 
3. Rigid approach to learning the language of decision-making strate-
gies. 
4. The nature of the language itself as the first insight through which 
students experienced their decision-making process as being a 
function of chance or of someone else taking away their personal 
responsibility, thus awakening a feeling of impotency and power-
lessness fostering self-blame, intrapunative anger, and, ultimately 
low self-regard. 
5. Extremely small amount of time available for interpersonal dia-
logue. 
The above statements may indicate some possible causes for the low 
mean scores resulting on the P. 0. I. for Model I. Further research using 
other instruments may validate these hypotheses as well as other objectives 
achieved by this model. Specifically, instruments designed to measure 
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initial student operating levels on the Decision-Making pyramid may help gear 
future Model I Human Development courses towards a more effective method-
ology of intervention. Also, a more effective battery of instruments may be 
used to establish and isolate changes and growth in decision-making strategies 
and abilities at the conclusion of the course. These instruments may yield 
more direct and therefore meaningful data concerning the nature of the 
:J:l3cision-Making Model. 
The experiences inherent in the Community Formation Model seem 
to bring about the intended goals of this Human Development course as meas-
ured by the P. 0. I. Researchers interested in future study concerning this 
model may continue to develop theory based on these research data confirmed 
from this study. Practitioners may also draw on these research results to be 
used in the implementation of future Human Development courses based on the 
Community Formation Model. 
The utilization of the P. 0. I. scales seems to be appropriate for 
obtaining attitude and value changes consistent with the goals of the Human 
~velopment courses. 
It seems appropriate to conclude also that the two methods of in-
struction under study in this research project did not offer as intensive an 
experience as is necessary to bring about significant changes on selected 
interpersonal dimensions as measured by the FIRQ- B. As has been indicated, 
FIRQ- B was chosen because of its sensitivity to intensive group experiences. 
f 
I 
t 
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The lack of significant changes seems to indicate the existence of a less than 
psychotherapeutic environment within the confines of the two instructional 
models. 
RECOMMENDATIONS 
Based on the observed differences in course content, instructional 
approaches, and learning outcomes of the two Human Development course 
models under study, it is apparent that a number of recommendations for 
further research and practical implementation of these research conclusions 
emerge. These suggestions for follow-up study and application are intended 
to foster continued research in these areas and to serve as a solid basis for 
implementing the results of this research into practice: 
1. Further in-depth research is recommended into the course con-
tent, instructional methodologies, and learning outcomes of the existing and 
emerging forms of the Human Development course models being offered in 
the community college curriculum today. For example, a session-by-session 
video-tape analysis of instructor and student behaviors would increase re-
search knowledge concerning the ways in which these different types of 
course materials are actually being taught, experienced, and processed. 
2. Research on Human Development course learning outcomes is also 
recommended. A different battery of assessment instruments could be used 
which would greatly increase research knowledge concerning specific course 
objectives being met by different Human Development course models, but not 
measured by this research study due to the limitations of the p. 0. I. and the 
FIRG-B. 
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3. Continue&: research is also recommended into the various needs of 
specific community college populations. Most community colleges by defini-
tion serve a widely ranging variety of students such as immediate high school 
graduates, women returning to school, senior citizens, transfer program 
students, and career program students. Based on an in-depth needs-assess-
ment of these various populations, it may be possible to develop Human 
D3velopment course models which would respond to specific students' needs. 
Students in the paramedical fields, for example, may wish to develop their 
interpersonal skills to be more effective helping agents in their hospital set-
tings. 
4. Research may also be conducted into developing a comprehensive 
assessment-needs inventory geared to help students and Human Development 
course instructors learn more about the specific strength areas, weakness 
areas, and goals of students enrolling in these courses. Students would then 
be encouraged to familiarize themselves with the various Human Development 
course models and choose an appropriate course model within which they 
might work through deficiency areas and continue developing personal 
strengths. 
5. Based on the hypothesized reasons for the regressed P. 0. I. re-
sults, it seems appropriate to recommend the lengthening of the Decision-
.. 
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Making model to two semesters on an experimental basis. This additional 
time would allow for a more effective internalizing of the decision-making 
language, concepts, and skills for each individual student. ·A second semes-
ter annexed onto this model will also allow for a more complete instructional 
presentation of the process by the instructors. Students would then have the 
opportunity to experience a fuller sense of closure as they completed all of 
the experiences designed for this model by Miller- Tiedeman. An additional 
semester would also allow Model I instructors more time to introduce more 
interpersonal and affective experiences which may help create a more per-
sonal environment for learning the skills of decision making. A diagnostic 
decision-making instrument could be used to assess the students' develop-
mental level of decision-making strategies and skills. This would insure that 
the goals, methods, and purposes of the instruction are being directly 
measured. A pretest, midsemester test, and posttest would yield the ongo-
ing development of student growth. 
6. An integrated Human Development course may be designed which 
would incorporate specific affective-interpersonal elements of the Community 
Formation Model with specific cognitive-intrapersonal elements of the 
Decision-Making Model. This synthesis would foster intimacy among group 
members through contractual behavior and facilitate the learning of decision-
making skills and strategies. 
7. Further research is recommended to assess the relative effective-
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ness of various instructional approaches due to the interaction between per-
sonality styles of the participants and that of the Human Development course 
instructor. 
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The general description of the psychology of personal growth courses 
as stated in the college catalog reads as follows: 
The focus of this course is a personal growth 
experience. Emphasis will be on increasing 
awareness of values, emotions , and other 
motivational factors that affect individuals' 
personal behavior and promote or inhibit 
their personal growth, t.~rough the exploration 
of various theories. Participants in this 
group experience will be expected to deal with 
L1.eir own personal development. 
However, each facilitator provides a unique psychological orientation 
and facilitation methodology as is evidenced by the following course 
descriptions: 
Treatment Model I: 
Life and Career Plarming: Decision Making Process ~.tbdel (after Mille1 
Tiedeman, 1970). 
Psychology of Personal Growth 
Luther Dowdy 
PSY 107 
Prereq.: None 
WHAT YOU CAN LEARN: Each participant will be given the opportunity to 
lirrprove upon his skills in short and long range goal setting. Skills in 
conflict management. Skills in receiving and giving feedback. Skills 
in self-stroking and scripting. Skills in relaxation. Skills in decision 
making. 
HCl\T I TEAOI: Group discussion initiated by instructor and class members. 
Ind1V1dUal projects started and completed in this semester. Audio-visual 
materials on personal growth. Home assignments. Personal conferences 
(one required, one optional). 
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\'SAT YOU WILL NEED TO 00: Write two autobiographical sketches during 
tfie semester of how you see yourself, others, and life in general. Present 
orally in class your life plan (notes may be used). Write a critical 
reaction to James Allen's As a ~fan Thinketh. Submit a creative project 
started and completed in tliis semester. Orie open book examination. Attend 
class sessions. Submit a copy of your next semester schedule. 
HOW I GRADE: Participation in discussions, 25%; final examination, 25%; 
completion of aSsignments, 25%; written self-examination, 25%. 
TEXTS.: As a Man Thinketh, by James Allen. Bom to Win, by Jongeward and 
Janus. Why Am I Afraid to Tell You Who I Am, Powell. 
Psychology of Personal Growth 
Soda Parker 
PSY 107 
Prereq. : None 
WHAT YOU CAN LEARN: As a class member, you are invited to: Leam more 
about yourself, your values, strengths, attitudes, feelings, and ways you 
communicate with others. Identify factors and considerations which 
influence your personality development through an exploration of Trans-
actional Analysis and theories of personal growth. Decide how your life 
may be more satisfying and creative and take action to achieve it. Develop 
your listening skills and skill in asserting yourself. Identify your 
career interests and examine career opporttmities. Leam a process by 
which you can continue to increase self-awareness and self-direction when 
the semester is over. 
HOW I TEACH: My teaching style most closely resembles the experiential 
model. I will: (1) provide initial structure and direction to the class, 
(2) present material through mini-lectures and reading assignments, (3) 
facilitate group interaction in discussions and structured experiences, 
(4) share my experience within the group and provide feedback to others. 
WHAT YOU WILL NEED TO DO: You are expected to assume responsibility for 
your own learn1ng by: (1) sharing your experiences and feelings within 
the group and providing feedback to others, (2) participating in dis-
cussions and structured exercises, (3) setting long and short range goals 
for your personal growth, (4) experiencing new behaviors consistent with 
your goals, (5) completing reading and writing assignments, (6) attending 
regularly. 
HOW I GRADE: I grade in a contractual basis in which you determine the 
grade you will eam by completing specific criteria to include: (l)par-
ticipation in group interaction and class activities, (2) completion of 
class assignments and reading material, (3) reaction to a book, (4) self-
assessment paper, (5) personal grow~~ project. 
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TEXTS: Choice and Change, by Vincent and April 0 'Connell. Looking Olt/ 
·Looking In, by Neil Towne and P.on Adler. Supplementary handouts. 
Psychology of Personal Growth 
Jim Bush 
PSY 107 
Prereq. : None 
WHAT YOU CAN LEARN: The intent of this course is to acquire more tm.der-
standirig of yourself and the ways you relate to others. While focusing on 
the positive aspects of your personal growth you will investigate various 
theories of personal growth and clarify your values, strengths, interests, 
attitudes, feelings, cornrmm.ication patterns and decision making style. 
Through self clarification comes self determination. 
HOW I TEACH: The primary activity of the course will be the group 
exper1ence and its processes. By experienceing yourself and others in the 
group you have. the opporttm.ity to increase your awareness of yourself and 
your interpersonal relationships. Mini-lectures, films and discussions 
will also be conducted. 
WHAT YOU WilL NEED TO 00: Consistent with the goals of the group, your 
attenaance in all group sessions is essential. Actively participate in 
the group process . Maintain a personal awareness journal. Write three 
short personal assessment and/or reaction papers. Develop and assess 
your own Personal Growth project. Prepare an overall self-evaluation 
statement at the end of the semester. 
HOW I GRADE: The evaluation process will include: (1) Attendance and 
act1ve participation. (2) Quality of Journal. (3) Three assessment/ 
reaction papers. ( 4) Personal Growth Project. Evaluation for a grade 
will be based upon individual, group and instructor assessment. 
Psychology of Personal Growth 
Jane Alt 
PSY 107 
Prereq; : ~ Jfuae 
WHAT YOU CAN LEARN: The focus of the Psychology of Personal Growth is 
on ourselves. We will work to increase awareness of our attitudes and 
abilities. You can learn to acknowledge your strengths, values, goal 
setting processes and connntm.ication skills. Also included will be 
introductory material on growth group approaches: effectiveness 
training, transactional analysis. 
HOW I TEACH: Primarily this is a group experience, and all of us are 
iiiv~ted to involve ourselves and participate. Sometimes I will present 
mini-lectures on concept and theories, but the group experience will be 
most predominant. 
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WHAT YOU WilL NEED TO :00: This is primarily an experiential course. To 
succeed in it, you agree to talk about yourself as a person and participate 
in the experiments in an effort to leam. Regular attendance is a re-
quirement. Assigrunents include the reading of two books, and writing 
about the class experience as assigned. 
HOW I GRADE: The most important factor in the grade which is recorded is 
a self-assessment based on outcomes of Paragraph 3 above. I will also 
take into consideration my evaluation of out-of-class assignment. 
TEXTS: Lookin§ Out/Looking In, Ron Adler and Neil Towne, Holt, Rhinehart 
and Winston, 1 75. 
Treatment Model II: 
Contact Group Experience: Conmunity Formation MJdel (after Egan, 1970). 
PSY 107 Course Descriptions 
Psychology of Personal Growth 
John Tosto 
PSY 107 
Prereq.: None 
WHAT YOU CAN LEARN: The course will assume that whole human beings combine 
feel~gs and thOught and will use approaches involving both, so that we 
may become more integrated, self-directed people. We will also discuss 
and analyze the social context we live in--school, sex role, socialization, 
family and so on.· We will strive to demonstrate an understanding of those 
thoughts and feelings orally, in writing and non-verbally to ourselves 
·and others. Readings will supplement our experiences to add perspective 
and analytical directions. 
HOW I TEACH: The method will combine games, discussion, journals, tapes, 
hliriS, readings and writing. I will teach by providing initial structure 
and direction to the group; providing an introduction to each topic or 
theme; bringing to the class techniques and exercises that the whole class 
can participate in together in order to discover; by responding to the 
needs of individuals and of the whole class as more and more discovery 
occurs. 
WHAT YOU WILL NEED TO 00: Students will demonstrate an ability to combine 
th~kirig and feeling in classroom experiences and to understand and 
analyze them in discussions and written assignments based an readings, 
feelings, experiences and thoughts. Attendance is mandatory. In 
addition all students will be responsible for drawing up individual 
contracts, incorporating the guidelines found in "A contract for 
Human Potential." 
HOW I GRADE: Grades will be determined by IIU.ltual consent of student 
and facilitator in accordance with criteria set up in your contract. 
Psychology of Personal Growth 
Michael Maloney 
PSY 107 
Prereq. : None 
WHAT YOU CAN LEARN: You will learn how to get in touch with your own 
personal strengthS and powers by developing a greater sensitivity to 
your needs and a greater awareness of your attitudes and values. You 
will also learn the basic skills of interpersonal communication. 
HOW I TFAOI: I will assign books and articles to be read and will 
facilitate your interpersonal communication skills by introducing 
growth games, role playing and video-tape feedback. 
HOW I GRADE: You will contract for a grade by deciding how much 
work you want to do. 
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TEXTS: The Secret of Staying in Love, Powell. Why .Am I Afraid to Tell 
You Who I Arii, Johri Powell 
Psychology of Personal Growth 
Steve Helfgot 
PSY 107 
Prereq. : None 
NOTE: This course is about you. It is a group experience aimed at 
providing you with an opportunity to, and environment in which you can 
discover and develop your unique and individual humanity, and use the 
results of that "discovery'' to grow in the direction (s) you wish to! 
WHAT YOU CAN LEARN: We will have the opportunity to learn about theories 
of personal growth; the way a group works. We will have the oppor-
tunity to experience the process of community; identifying, owning 
and communicating our feelings about ourselves and others; our power 
to be in control of our own lives by identifying our values, goals, 
strengths, interests, and attitudes. 
HOW I TEAOI: Providing initial structure and direction for the group. 
Presenting theories of personal growth and group dynamics to the group. 
Providing a short theoretical introduction to each theme or topic. 
Bringing to the group techniques and exercises that the whole group 
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can participate in together in order to discover. Participation in all 
the activities myself, and modeling ''behavior" for the group as best 
I can. Responding to the needs of individuals and of the whole group 
as more and more "discovery" occurs . 
WHAT YOU WILL NEED TO DO: Attend class. Participate in the activity 
of the group. Be honest in what you say; express your feelings; listen 
actively to others in the group; give others in the group honest feed-
back. Read the assigned text. Meet the specific requirements for a 
C, B, or A grade (see below). 
OOW I GRADE: R= course must be repeated. I will give this grade if 
you dO not attend class and/or do not do the required work. X= course 
still in progress; incomplete. I will give this grade if -- for a good 
reason-- you do not finish the requirements for the grade for which you 
have contracted. c-- I will give this grade if you meet the minimum 
requirements outlined above. This will be determined by self-evaluation, 
and peer evaluation. In addition, you will have to read one book from 
the provided book list, and do an acceptable critique . B-- I will give 
this grade if you meet the minimum requirements (see above), read two 
books off the provided book list and either write two acceptable critiques 
or one paper synthesizing the two books. A-- I wiligive this grade if 
you meet the minimum requirements listed above and read three books 
from the provided book list and write one paper bringing together what 
you have read. 
TEXTS: Required: Born To Win, by James & Jongeward. Optional (for 
C, B, A grades): A bOok list of about 50 texts will be provided the 
first day of class. 
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APPENDIX B. 
DECISION MAKING IN RE1ROSPECT: A SELF-REPORT ACTIVITI 
AWARENESS UNIT 
CO:r.MJNITI COLLEGE AND UNIVERSITI 
By 
Anna Miller-Tiedeman, Ph.D. 
(c) Anna Miller-Tiedeman, 1974 
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Decision making, what is it? 
Decision making is a tool you use to act on the 24 hours per day 
available to you. There are many decisions possible in a day: 1) 
whether or not to get out of bed; 2) deciding what you will wear; 3) 
·whether or not you will go to school; and 4) how you will behave, and 
many more things. Whatever you decide to do will in some way affect 
your life. It is important to recognize that you do DESIGN your life 
by the decisions you make about your time. So you should ask yourself, 
1 
'How much of my time do I LET things happen and how much of my time do 
I MAKE 1HINGS HAPPEN?' I 
Once you recognize how much of the time you are in CONTROL of 
your life, you need to think about how many of your decisions are 
MAINTENANCE OF SELF decisions and how many are BUILDING OF SELF decisions? 
Some examples of the two types of decisions are: 
MAINTENANCE OF SELF 
Getting up in the morning 
Brushing teeth 
Eating 
Going to work 
Going through classes at 
school, etc. 
BUILDING OF SELF 
Learning how to cook 
to sew 
to build things 
to read better 
to have a better 
vocabulary, etc. 
Maintenance of self decisions are those that you make and then 
do automatically. So you no longer consciously choose, you just do it. 
Building of self decisions are those in which there are steps 
and procedures. For example, take the activity "cooking". There are 
certain skills you must learn to be a good cook. In order to have 
better vocabulary there are certain procedures you follow. So with 
both cooking and vocabulary building, thought and effort are required. 
Thought and effort may be one of the reasons people 
don't often make self building decision. 
So, to summarize, you have those decisions that you give little 
thought to (you just LET 'TifEM HAPPEN) these are more maintenance of 
self decisions and you have those decisions that you give considerable 
thought to (you ~ THEM HAPPEN) and these are more building of self 
decisions. 
Decision making, why is it important to study? 
1. To learn the part of one decision; 
2. To identify the feelings that cause you to choose a 
particular decision strategy; 
3. To learn the decision strategies you tend to use most 
often; 
4. To identify the feelings that influence your decision 
after you have spent considerable thought about a problem; 
5. To find out more about your own deciding process so you 
can improve your quality of life; 
6 . To learn how to "remember yourself" so you can have the 
possibility of changing the way you now make decisions; and 
7. To learn how to come into control of your life and design 
what you want, not just take what comes along. 
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The individual who tends to be happier with his decision making 
is probably a more thoughtful individual who considers how (s) he 
decides, the decision-making strategies used most often, and the things 
that determine his/her final decisions. 
You may be able to do a lot more of what you like to do if you 
become more thoughtful and MAKE your life happen rather than just LET 
it happen. As mentioned earlier, if you LET your life happen rather 
than MAKE it happen, you are the victim of whatever comes along. 
If you MAKE your l~fe happen, you cause things to come into being 
for you that would never have been. Let's look at the personality 
of the MAKE it happen people as opposed to the LET it happen people: 
MAKE IT HAPPEN 
I don't exactly feel 
like doing it, but I 
am going to anyway. 
It's a hassle, but I am 
going to do it anyway. 
It does take energy but 
I like the consequences. 
I will make time. 
I '11 do that now. 
LET IT HAPPEN 
I 'm too tired 
It's too much hassle. 
It takes too much 
energy. 
I don't have time. 
I '11 do that tomorrow. 
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LEARNING THE PARTS OF A DECISION USING A ~4ID 
FIRST 
The Miller-Tiedeman Pyramidal Mbdel begins with understanding 
and discussing the possible influencers/detenniners that affect which' 
strategy (s) you choose and how you finally decide after giving much 
thought to a problem. 
POSSIBLE INFLUENCERS/DETERMINERS 
I. Physiology/Feelings IV. Needs 
Fatigue Rest Hunger 
Tension Relaxation Shelter 
Depression Excitement Sleep 
Boredom .Anticipation Sex 
Illness . Well being Expediency 
Satisfaction 
Self awareness/ 
II. Psychological States growth potential 
Fear Trust 
Hate Love 
Annoyed Pleased v. Other People 
Frustrated Non-frustrated 
Dislike Like Parents 
Guilt Non-guilt Friends 
Husband/wife 
Girlfriend/ 
III. Constraints boyfriend 
Relatives 
Time 
Money 
Location VI. Misc. 
Abilities 
Mbtivation Opportunity 
Chance 
VII. Values 
Religion 
NOTE: 1HIS LIST IS NOT EXTENSIVE NOR COMPLETE 
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SECOND 
You should learn and discuss with your instructor the decision-
making strategies: 
Less 
thoughtful 
M:>re 
thoughtful 
1HIRD 
DECISION~MAKING STRATEGIES 
Fatalistic--Whatever will be will be 
Dalaying--I '11 think about that tomorrow 
Impulsive--Decide now; think later. 
Complaint--If it's ok with you; it's ok with me 
(Used in the "complaint" sense, between 
friends . Also between parents and child 
when the parents require, mandate and the 
child must agree.) 
Paralytic--I know I should but I just ~·t get with it. 
Planned No. 2-I plan as I go along approximately 10 per-
cent of my day. 
Intuitive--It feels right (based on experience and 
information). 
Agonizing--After gathering information and thinking, 
I can't make up my mind. 
Planned No. 1-I give thought to and plan approximately 
50 percent of my day. 
You should learn that any one decision may be divided into four 
parts of levels: 
Level 1 -- Problem Forming "Learning About (Learning) 
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Level 2 
Level 3 
Level 4 
Problem Solving ''Begirming to Act" (:Doing) 
Solution Using "carrying Out" (Doing) 
Solution Reviewing "Thinking About" (Thinking) 
I LEVEL I -- 1 has four stages of thought J 
152 
Stage 1 - Exploration: Defining problem 
Stage 2 - Crystallization: Collecting information and listing 
alternatives on paper, in your 
mind, etc. 
Stage 3 - Choice: Selecting a preferred alternative. 
Stage 4 - Clarification: Playing each alternative out to 
the end for possible consequences 
and payoffs . 
Finally -- consider possible irifluencers/deter.miners 
In Level 1 it is possible to play around with all kinds of alter-
natives as it is a m RISK NO COST LEVEL, but there is action in col-
lecting information. (S)he can dream, wish and try out various situa-
tions. Level 1 is a high thought level. The amount of time spent in 
this level depends on the situation and decision involved. (Some 
decisions require more· thought than others.) However, being able to 
"catch oneself" in "impulsivity" and let time pass before a decision 
is made can change entirely how you see the problem and its possible 
solution. 
After sufficient thought is given to the problem (cycled through 
all four stages in Level 1) your action will probably be based on: 
1) information you have collected; 
2) what feelings you are experiencing at the moment; 
3) what needs you have at the moment; 
4) what constraints that may be present; 
5) influence of others; and 
Opporttmi ty 
and 
Chance 
LEVEL 2 
Level 2 is low thought and the level where action about the 
problem begins. At this time you cannot go back if a different out-
come is desired; but you can redefine the problem and begin again. 
LEVEL 3 
"Carry out" what you begin in Level 2 
LEVEL 4 
Think about what you did in Levels 2 and 3 to see if you want 
to revise what you did or just let it stand. 
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FOURlli 
OUTCOME STATEMENTS 
1. Know and understand decision "INFLUENCERS/DETERMINERS:" 
2. Learn the four levels of one possible decision; 
3. Learn the decision-making strategies that access 
each level; 
4. Identify which decision-making strategies you use 
most often by: 
A. A decision inventory; and 
B. Keeping a diary of your activities and 
decision strategies used with those 
activities. 
5. Analyze the strategies you tend to use from week 
to week by using your diary. 
6. Identify the "influencers" that help detennine which 
strategies you use by: 
A. A decision inventory; and 
B. Keeping a diary of those "influencers" 
that cause you to choose a particular 
decision strategy. 
1HE NAME OF 1HE GAME IS TO KNOW 1HAT 1HERE ARE TWO PARTS 
TO 1HE MILLER-TIEDEMAN PYRAMIDAL MJDEL: 
PART 1: Things you know and un.derstand (OtiTCOME STATEMENTS 
1-3) 
PART 2 : Things you need to do to improve (OUTCCME STATEMENTS 
your decision making 4-6) 
Test yourself on the pyramidal model to be sure you have 
accomplished Outcome Statements 1, 2, and 3. (PART I) (TEST IN 
APPENDIX A) 
154 
.. 155 
FIF1H 
Now you are ready to take the Pre-inventory--STYLE AND STRATEGY--
to determine what strategies you tend to use most often and what 
influencers/deter.miners tend to be most prominent. 
ASK INS1RUCI'OR . FOR PRE-INVENTORY 
STYLE AND STRATEGY IN DECISION MAKING: A SELF-REPORT ACI'IVITY 
This exercise was developed to help you become aware of decision 
making by: 
1} learning the definitions of 10 different decision strategies; 
2) identifying, by activity and self report, your most often 
used strategies; and 
3) understanding where your particular strategies fit on the 
decision-making pyramid; 
Hopefully the above will help you learn more about the strategies 
you use in your daily decision making. However, first you·need to 
become a researcher of your own behavior. But first you should know 
the possible strategies and definitions. They are: 
Fatalistic 
Delaying 
Impulsive 
Complaint 
One who leaves the resolution of the decision up to 
the envirornnen t or fate. 1 'Whatever will be will be. 1 ' 
One who delays thought and action on his/her problem 
until later. "I'll think about that tomorrow." 
One who takes the first alternative that is presented. 
"Decide now; think later." 
One who goes along with the plans of someone else for 
him rather than make his own decisions. "If it's 
OK with you it's OK with me. " 
Paralytic 
Platmed II 
Creative 
Intuitive 
Agonizing 
Planned I 
One who accepts the responsibility for his/her 
decision but is unable to do much toward approaching 
it. The "I know I should, but I just can't get with 
it" type. 
Similar to "Planned I" but to a lesser degree. "I 
plan as I go along approximately 10% of my day." 
"I am thinking but I just can't get started" type. 
One who decides on what he/she feels but cannot 
verbalize. This is the "It feels right" type. 
One who spends much time and thought in gathering 
data and analyzing alternatives only to get lost 
admidst the data they have accumulated. The "I 
can't make up my mind" type. 
One whose strategy is based on rational approach 
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with some balance between the cognitive (intellectual) 
and emotional. "I give thought to and plan approxi-
mately SO% of my day." 
Once you have identified your basic strategy (ies), then you can 
do something about changing them should you care to do so. In order for 
you to know what your most currently used strategies are, the following 
activities have been listed. Read the list of activities and decide 
which strategy you generally use for each activity. Choose only one 
strategy for each activity. 
Please be honest, as you will be scoring your own inventory. There 
are no right or wrong answers. The only right answer is what you hon-
estly believe about yourself. Please try not to mark what you think 
might be socially acceptable, (that is don't mark answers that make 
you look good) as this will not be to your advantage. Begin now and 
answer as honestly as you can. Check only one strategy for each acti-
vity. Do not make a mark if you are not involved in any one of the 
activities listed. 
TALLY SHEET 
-------~CISION MAKING REPORT 
If it 
I is I know 
can't I '11 What<'ver OK wtth I should I am I a111 
make think wl 11 you Decide hut l hlrhJv I thtnldng 
up about It i>e it's OK 1\0Y)- just planned plan as h•Jt jU'lt 
my that feels will with think can't p,et and I go can't get 
mlnd tommorrow right be me later Pith Jt orr;ant.zed along started 
I am 10( 100%) 10(100%) 10(1 00%) 10(100%) 10(100%) 10( 100%) 10(100%) 10(100%) 10(100%) 10( 100%) 
usually 
this 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 9(90%) 
8(1lO%) 8(80%) 8(80%) 6(80%) 8(80%) 8(80%) 3(110%) 11(80%) 8(80%) 8(1\·l%) 
7(70%) 7(70%) 7(70%) 7 (71)%) 7 (70%) 7(707.) 7(Fl?.:) 7(71)%) 7(70%) 7(70%) 
6(60%) 6(60%) (o(60%) 6(60%) 6(60%) 6(60%) 6(60%) 6{6()t) 6(60%) 6(61)%) 
5(507.) 5(50%) 5(50%) 5(50%) 5(50%) 5(50%) 5.(50%) 5(50%) 5(51)%) 5 ( S'Ji~) 
4(40%) 4(40%) 4 (loO%) 4(40%) 4 (toO%) 4 (loO%) l, (40%) 4 (40%) 4(40%) 4(40%) 
3(30%) 3(30%) 3(30%) 3(30%) 3(30%) 3 (30%) 3(30%) 3(30%) 3(30%) 3(301:) 
2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 2(20%) 
1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 1 (10%) 
TALLY 
Record ratings on line 11 
Rank order strategies from hlp,h to 'low on line 1/2 
SEI.F 
REPORT/11 
RANK 
ORDERD2 
AGONIZING DEI.AYING TNTlliTlVE FATAJ .• ISTIC CllMPI.IANT IHPUI.SI VF. PAR"!.VTIC PI.ANNEn I PLANNED'll CREATlVE 
...... 
CJ1 
-:J 
Think about 
the future 
I 
can't 
make 
up 
my 
mind 
Write letters __ _ 
Retnember 
special 
occasions 
Do laundry 
Work on 
hobbl.es 
Read about 
different 
jobs 
'l'.alk with someone 
about your future 
job 
Keep a budge!;--
Get to know new 
people 
I'll 
think 
about 
that 
tomorrot~ 
CHECK ONLY ONE STRATEGY FOR EACH ACTIVITY 
I know 
l·lhatever If it's OK I should 
.will with Decide but I 
It be you; it's 'not~;· just can't 
feels will OK with think get with 
right be me ~ it 
I 
am 
highly 
thoughtful 
and 
organized 
I know 
I can 
but it 
just won't 
come 
to me 
.l 
plan 
as I 
go 
along 
.... 
en 
00 
Set goals for 
things I want 
to accomplish 
Know the 
campus 
Know 
I 
can't 
make 
up 
my 
~ 
my professors---
Buy clothes 
Shop (for things 
you need) 
Read: 
Required __ _ 
Pleasure 
l~atch TV 
Sports: 
Participate 
I'll 
think 
about 
that 
toJnOrrow 
CHECK ONLY ONE STRATEGl FOR EACH ACT].!!!!. 
I know I I know 
Hhatever If it·~ OK I should am I can , L 
.will with Decide but I highly but it plan 
It be you; it's :now;· just can't thoughtful just won't as I 
feels will OK with think get with and come go 
ill.!!!. be me .!.!!!!... it oq;anized to me along 
I 
can't 
make 
up 
my 
mind 
Enter school part 
time or full-time 
Enter a transfer-or--
terminal-job 
progt·am 
Visit a counselling 
center 
Register 
See my academic 
advisor 
Consider graduation 
requirements 
Apply fo1: financial 
aid 
Visit my doctor 
for a regular 
Check-up 
Think about the 
meani.ng of life-,--
purpose of school 
and who I am 
I '11 
think 
about 
that 
tomorro\4 
CHECK ONLY ONE STRATEGY FOR EAr.H A~riVlTY 
I kno~r I I know 
Hhatever If it's OK I should am I can ; I 
.will . \41th Decide but I highly but it plan 
It be you; it's 'now-~ just can't thoughtful just won't as I 
feels will OK with think get with and come go 
riBht be me later it organized to me along 
Sports: Attend 
Relax 
Socialize 
Read Newspaper 
Wash dishes or 
I 
can't 
make 
up 
my 
mind 
staek dishwasher __ _ 
Go to library 
Play Cards 
Go to Church 
TO'fAL 
I'll 
think 
about 
that 
tomorrow 
It 
feels 
Tight 
CHECK ON_J.Y ONt: FOR EACH ACTlVITY 
Whatever 
wili 
be 
will 
be 
If it's OK 
with 
YOU; It's 
nK with 
me 
Decide 
now; 
think 
later 
I know 
l Bhould 
but I 
juc;t can 1 t 
r,et Hith 
it 
AGONIZING IJELAYING INTLIJTIVE; FATALISTIC CO'IPI.IA.."n HIPLUSIVI~ PARALYTIC 
I 
am 
h1r,hly 
thour,htful 
and 
organized 
PLANN~;o 1 
TOTAL THE NUMBER OF CHECKS FRot.f THESE PAGES IJNfJRft EACH STRAr.ETY AND THEN HANK flRDER 
I know 
I can 
but it 
just won't 
come 
to me 
THE !lUMBERS. NEXT ENTER EACH STRATEGY, TN PROPER P.ANK ORDER, ON THE TALLY SHEET u:mE~ ACTIVITIES. 
I 
plan 
as 1 
po 
alonr, 
PLANNED II 
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(.['ALLY SHEET DIRECTIONS 
Now you are ready to rate yourself on the various strategies you 
use in your daily decision making. You will note that each strategy 
has a number from 1 to 10, and beside those numbers are percentages 
in parentheses. Look carefully at each strategy and then decide what 
percentage of your personal decisions fit that category. For example, 
if you are the type that has great difficulty making up your mind, 
you might circle "8", "9", or "10", indicating 80, 90, or 100 percent 
of the time you tend to agonize about your decisions . Do not use 
the same number twice. Go through this same procedure for each 
strategy. After you have rated yourself on all the strategies, then 
list each number on the following tally sheet. 
Now that you know which strategies you use most often, let's 
see what that means. If you will look on the next page you will 
see a pyramid that has four levels. 
Level 1 is Problem Forming, learning about 
Level II, Problem Solving, doing, beginning to act 
Level III, Solution Using, doing, carrying out 
Level IV, Solution Using, doing with awareness 
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If your top four strategies do not include the "planned" 
strategy, then you are probably relying too much on the non-thoughtful 
strategies. However, if the ''planned" strategy is No. 1 or No. 2, in 
your list of activities or self-report, you are probably more satis-
fied with how things are going for you. If planned strategy is ranked 
#10, you are probably less satisfied with your consequences. However, 
regardless of your score, you could probably improve your decision 
making behavior even further. 
I 
Finally, note how the Decision-making strategies and Decision-
making levels fit together. 
I LEVEL 4 -- Solution Reviewing ''Thinking .About'' 
LEVEL 3 -- Solution Using 
"Carrying Out" 
LEVEL 2 -- Problem Solving 
''Be · in to Act" 
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LEVEL 1 -- Problem Forming 
''Learning .About" 
Planned No. 2 
reative 
Intuitive 
gonizing 
I 
I 
Consider INFLUENCERS/DETERMINERS 
Clarificaiton: Playing each alternative out to 
end for possible consequences. 
Choice: Selecting an alternative for further 
clarification. 
Crystallazation: Collecting information and listing 
alternatives. 
Exploration: Defining the problem \ 
\ 
If you are less thoughtful you will be using Levels 2 and 3 and 
the Fatalistic, Delaying, Impulsive, Compliant, and Paralytic 
decision strategies. If you are more thoughtful you will use Levels 
1, 2, 3, and 4 and the Planned No. 2, and No. 1, Creative, Intuitive, 
and Agonizing decision strategies. 
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APPENDIX C 
A CONI'RACf GROUP 
OOALS: 
The general goal. the general goal of this group is the establish-
ment of an intimate comnumity within which the members are free to in-
vestigate their interpersonal styles and experiment with interpersonal 
behaviors that are not normally part of that style. 
A feneral procedural goal. The procedural goal is simple to state 
but dif icul t to put into practice . It is this: Each member of this 
group is to try to establish and develop a relationship of some inti-
macy with each of the other members of the group. Each member should 
come to know each other member in more than a superficial way. This 
goal·· is difficult to put into practice because it means that each 
person IIDlSt take the initiative to go out of himself and contact each 
of the other members of the group. It is not assumed here that you 
will be successful in establishing relationships of some closeness in 
each case. However, you will learn a great deal from both your suc-
cesses .and your failures. 
Dia~osis as a goal. As each member interacts with the others, 
he both oserves his own behavior and receives feedback with respect 
to the impact he is having on others. This feedback gives him the 
opportunity to get a clearer picture of and deeper feeling for his 
interactional style. In this process the participant can learn Imlch 
about both his interpersonal strengths and his interpersonal seaknesses. 
erimentation with ''new'' behavior as a oal. As each member 
learns more a out ow e ect1ve or 1ne ect1ve e is in contacting 
others, he can attempt to change the behaviors that prevent him from 
involving himself creatively with others. This, for him, would be 
"new" behavior. For instance, if a participant tends to control 
others and keep them from interacting with him by monopolizing the 
conversation, he can change by inviting others to dialogue . On the 
other hand, the person who tends to fall silent in groups experiments 
with "new" behavior by speaking up. 
Personal goals. The goal outlined briefly are the general goals 
of the group . However, each member comes with certain personal goals . 
These goals might well be identical to the goals outlined above. Each 
member's personal goals and the ways they might conflict with the stated 
goals of the group would be shared openly with the other participants, 
for the group will tend to stagnate if individual members pursue their 
own ''hidden agendas". 
INTERACTIONS: 
Certain interactions are corranon to all encotmter groups. One 
function of this group is to point out these interactional ''values". 
If all the participants, each in his own way, commit themselves to 
these values, then the chance of establishing a cooperative conmun.ity 
in which the above goals can be pursued is heightened considerably. 
Self-disclosure. Self-disclosure in the encounter group is im-
portant but not an end in itself. If I want the other to get to know 
me, to enter into a relationship of some closeness with me, then I 
must reveal myself to him in some way. The participant, therefore, · 
should be open primarily about what is happening to himself as he 
goes about the business of contacting others and trying to establish 
some kind of relationship with them. "Secret dropping" may be sen-
sational, but it is not a value in the group. The participant is 
important, not his secrets. If a participant reveals what is happen-
ing in his life outside the group, he should do so because it is rele-
vant to what his goal is inside the group. The there-and-then of his 
life should be made relevant to the here-and-now of the group and 
further the cause of establishing and developing relationships. In 
this context, it is up to each participant to choose what he wants to 
disclose about himself. 
~ression of feelin~. Second, the group you are in calls for 
express1on of feelings an emotions. This does not mean that the 
participant is asked to manufacture feeling and emotion. Rather he is 
asked not to suppress the feelings that naturally arise in the give-
and-take of the group, but to deal with them as openly as possible. 
Suppressed emotion tends eventually either to explode and overwhelm 
the others or to dribble out in a variety of tmproductive ways. 
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Support. Third, and perhaps most important, the encounter group 
call fOTsupport, whatever name it may be given -- respect, nonpossess-
ive warmth, acceptance, love, care, concern, ''being for" the other --
or a combination of all of these. Without a climate of support encotm-
ter groups can degenerate into the destructive caricature often des-
cribed in the popular press. On the other hand, if a person receives 
adequate support in the group, then he can usually tolerate a good 
deal of strong interaction. Without a climate of support there can 
be no climate of trust. Without trust there can be no initmate 
comnnmi ty. Support can be expressed many different ways, both verbally 
and nonverbally, but it Im.lSt be expressed if it is to have an impact 
on the other. Support that stays locked up inside the participant is 
no support at all. 
Confrontation. If there is an adequate climate of support, the 
"being for" one another, then the participants can benefit greatly by 
learning how to challenge one another effectively. Confrontation does 
not mean "telling the other off". This is merely punislnnent, and 
ptmislnnent is rarely growthful. The participants should confront only 
if he follows these two simple rules. (1) Confront only if you care 
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about the other and ur confrontation is a si of that care. (2) 
An CO rant ln or r to set lnVOlVe Wlt e 0 er, as a way Of 
establishing a relationship with him. Remember, it is poss1hle to 
confront another with his unused strengths as well as his demonstrated 
weaknesses. There is evidence that the fanner is a more growthful 
process. Remember also that your confrontation will be better received 
if you first build up a base of support for the others. 
Re~nse to confrontation. Most of us, when confronted, react 
either ~defending ourselves or by attacking our confronter--or both. 
The encounter group, however, calls for something more growthful than 
defense and attack--self-exploration in the context of the encounter 
community. ''What you say disturbs me, but I think that I should explore 
it with you and the others here" is not an easy response, but it can be 
very growthful. Both the one who confronts and the one being confronted 
should learn to check out the substance of the confrontation with the 
other members of the group. 
PROCEDURAL RULES: 
Certain procedural rules help make for a climate of greater contact 
and immediacy in the group. The following rules, then, govern the inter-
action: 
(1) The here-and-now. Deal with the here-and-now. When you talk 
about things that are happening or have happened outside the group, do 
so only if what you are saying can be made relevant to your interaction 
with these people in this group. The there-and-then can prove quite 
boring, especially ir-rr-is not helping you establish and develop 
relationships in the group. This does not mean that you may never deal 
with your life outside the group, but you should deal with it in such 
a way as to pursue the goals of this group. 
(2) Initiative. Do not wait to be contacted by others. Take the 
initiative, reaCh out, contact others. The importance of initiative 
cannot be overstressed. 
(3) S~ak to individuals. As a general rule, speak to individual 
members rater thail to the entire group. After all, the goal is to 
establish and develop relationships with individual members. Speeches 
to the entire group do not often contribute to this end. Furthermore, 
they tend to become too long, abstract, and boring. The group cursed 
with consecutive monologues is in bad straits. 
(4) "Ownings" the interactions of others. Part of taking initia-
tive is "ownmg" the mteractions of other. In the group when two people 
speak to each other, it is not just a private interaction. Other parti-
cipants may and even should "own" the interaction not just by listening 
but by contributing their own thoughts and feelings . Each member should 
try to own as many of the interactions as possible. 
. (5) Speak for yourself in the ~oup. Avoid using the word ''we'.' 
When you use "we"' you are speaking or the group. Rather speak for 
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yourself. The work ''we" tends to polarize; it sets the person spoken 
to off from the group. Furthennore, when you are speaking of yourself 
use the pronmm "I" rather than its substitutes -- ''we", "you", "one", 
"people", et. Strangely enough, the pronouns you use can make a dif-
ference in the group. 
(6) Say it in the ~o~. A wise person has said that there is 
one excellent criterion ~r etermining the level of trust in the group: 
Do people say in the group what they tend to say outside the group (to 
wives, friends, participants from the group to whom they feel closer). 
As IInlch as possible, then, say what you mean in the group. 
LEADERSHIP: 
The facilitator is in the group because he is interested in inter-
personal growth. While it is true that he brings certain special 
resources to the group because of his theoretical background and ex-
perience, his purpose is to put whatever resources he has at the ser-
vice of the group. He subscribes to the same rules as the other mem-
bers do. In the beginning the facilitator will be more active, for 
· one of his functions is to model the kinds of behavior called for by 
this encounter group structure. Another way of putting this is that 
he will strive to be a good member from the beginning. Another one 
of his functions is to invite others to engage in goal-directed behavior. 
However, the ideal is that whatever leadership (in terms of goa~­
directed behavior) he manifests become diffused in the group. Eventual-
ly in the group there should be no leader but a high degree of shared 
leadership. This will be the case if individual members take the in-
itiative to contact one another according to the terms of this state-
ment. 
.. 
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APPENDIX D 
Week Instructor 
1 
2 
1 
3 
4 
1 
2 
2 
3 
4 
1 
2 
3 
3 
4 
1 
2 
4 
3 
4 
~nm:L I: llliCIS ION l.'Jl.YJ.tif! 
\'ll~EKlY LOG 
. or 
c;nmll' EXPERlENfliS 
---·- -
Discussion of course objeC'tives and pc rsnn aJ 
lliscuss ion of course oh ject i ves and personal 
Discussion of course objectives and personal 
Goal setting and course objectives discussed 
goals 
goals 
goals 
fA,ntinuation of course objectives ru1d person<~ I goals 
--
Sel £-disclosing--letting ourselves be knmm 
Personal goals discussed further 
Continuation of goal setting- -get acquainted exccrcises 
Discussion of goal setting strategies 
Discussion of goal setting and feedback 
Discussion of personal strengths and interests 
Listening experiences and excercises--how to support others 
))is cuss ion of self-concept: attitudes toward self 
niscussion of differences het\'iecn feeling ru\ll th.i.nking 
Self-disclosure about outside group concerns 
Presentation of self in terms of goals nnd values 
to achieve goals 
\'leek Instructor 
1 
2 
5 
3 
4 
1 
2 
6 
3 
4 
1 
2 
7 
3 
4 
1 
2 
8 
3 
4 
~flflEL I: DECISION M'\KfN(; 
WEEKLY LoG 
OP 
GHOUl' EXPERIENCES 
Continued discussion or' !Jersonal attitudes and values 
Experience in listeninl! and response styles 
Experience in active listening, givjng and receiving feedback 
Continuation of Eresentation of self an.!J.\_oals and values 
Identification of strengths and interests 
Continuation in leaming different response styles 
Socially approved and disae~roved values discussion 
Presentation and self-affinnation of personal strengths <Uld values 
Group process expedence in defense arous.ing hejavior 
Principles of non verbal comntatication and response styles 
C..ontinuation of values discussion 
Assertion training 
Giving and receiving of feedback 
Introduction to Transactional Analysis 
Discuss ion of giving se1f pennission te re1~a rd one 's se 1 f 
Assertion training continued - feedback to one another 
tJliiEL I: OOCISION ~tAKJNf: 
I~Er:i<LV IJ)i'; . 
OJl 
GROUP EXPfllt lll4U:S 
Week Instructor 
1 Personal IHOI'Itl\ nroiects - show v.oal s 
2 eontinyatiQU 12f I. A. !.lh!~;;!.!:i:iiQil 
9 
l lliscussion of U£rsonal QQI>er 
4 Uecisio!l !)laking strategies - exulore s ttles of mak inl' choices 
1 Discussion of decision makinl! strateP.ies accordinn to Tiedeman 
2 ~~scrtiveness trainin~ 
10 
l Discussion of decision making strategies 
4 Explore alternatives in decision makinv. styles 
1 Continuation of discus~ion on decision making strat.cr,ics 
2 ~~sertivencss training continued 
11 
l (joal settinc strategies discussed 
4 Identify dccis ion making stlles 
1 Identification of personal decision making styles 
2 l~cision making strategies in t rocluced 
12 
l l'ersonal short and Jong r~nge goal setting 
4 Values related to career decision making 
Week Inst11Jctor 
1 
2 
13 
3 
4 
1 
2 
14 
3 
4 
1 
2 
15 
3 
4 
1 
2 
16 
3 
4 
M)[U '1•: lllCISION HI\KING 
NET!KT.VT.Or.-----·-
OF 
GROUP EXPERIENmS 
Sharin.: of ~[:iQnal didsion making st)!:lt•s 
Values clarificatim1 
Sharinl! of outside creati~ projects 
ill gmup 
Decisioo makinl! and identificati011 Qf :itrwl!tbs 
Givilm and receivin11 of feedback 
Values clarification 
Continuation of self -disclosure throuoh yrojects 
Feedback concerning personal feel im>s 
Evaluation o[ persooal decision making styles 
Decision making strategies reviewed 
Evaluation of personal growth 
Evaluation of goal setting toward personal limits 
Evaluation of personal growth through decisioo making 
Evaluation and personal growth assessment 
Continuation of personal growth 
Group feedback and evaluation of growth 
Week Instructor 
5 
1 6 
7 
5 
2 6 
7 
5 
3 6 
7 
5 
4 6 
7 
Introduction of 
II II 
" " 
K>OEL I I: CDMINITY FOI~11\TION 
WliEKI.Y LOG 
QtOUP EXPERlf:NCES 
students to each other f, discussion of 
II II II II 
" " " 
II II II II 
" " " 
sped fie goals of the model 
through contract group 
II II 
" 
IJiscussion on value of self-disclosure and actual skills practice in self-disclosure 
II II 
" 
II 
" " " " 
II 
" " 
II 
" " " " 
II II II II II II 
Discussion on value of dealing with here and now 
Continuation on value of self-disclosure & dealing in the here and now 
Uiscussion of value and practice in direct feedback 
Self-disclosure exercises 
lliscussion on value of expression of feelings & actual skills practice in self-disci 
Discussion of value of support in groups 
osure 
~leek Instructor 
5 
5 6 
7 
5 
6 6 
7 
5 
7 6 
7 
5 
8 6 
7 
~{)DEL II: , CQ\f\IJNI1Y FOJ)j.IJ\TION 
WEEKLY LOG 
rnmiJp I:XJ•ER lliNCES 
Disc;;ussion on value of initiative and fe,•dba~,"k 
II 
" " " 
II 
" 
II 
- --·--· 
" " " 
II II II II 
-
Continuation of sharing of personal goals an·t experimenting in/new behavior 
Discussion on value of s~pport 
Discussion of value of exeression of feelin~s and staying in the here and now 
Uiscussion on value of expression of feelin!:\s 
Discussion on value of confrontation ru1d response to confrontation 
Discussion on value of confrontation and response to confrontation 
Self-disclosure through sharing theories from literature 
Direct training in speaking to one person and mming to interactions of others 
Expression of personal goals 
Heek Instructor 
5 
9 6 
7 
~-
10 -~ 
7 
5 
11 6 
7 
5 
12 6 
7 
hJIIEL I J: O::t-MJNIW Hl~IATION 
WEEKLY LOG 
GROUP EXI'ERIENCJ:S 
Cuntinue :ifllf-di:zj;;;lo:mr!l ti!I:ml..cl!J:leroes from literature 
Discussion of feedb:~ck and continued practice in "mvning" 
Discussion of the practice in active 1 is tening 
·-·-
others' intcrac tions 
Practice in accurate empathy skills through sharing personal values 
Practice in accurate e"'mthy through role playing situations 
Feedback and confrontation practice and response to confrontation 
Continuation of sharing feelings and support for one another in group 
Discussion of personal goals 
Practice in confrontation skills 
Practice in confrontation 
Continued practice in orchestrating or blending all skills 
Orchestration of all ski1ls learned 
Week Instructor 
5 
13 6 
7 
5 
14 6 
7 
5 
15 6 
7 
5 
16 6 
7 
mDEI. II: U'Jt.MINI1Y f!OHtiA1 JON 
WEEKl.Y I1Xi 
moor EXPERIENCES 
Continued I!ractice in confrontation and resEonse 
Continued Eracticc in blending all skills 
" " " " " " 
Personal evaluation statements and feedback 
Core contract group e~perience 
Self-evaluation 
to confrontation 
Review of basic goals of group contract and group evaluation 
" " " 
II II II 
" " 
II 
" 
Self-evaluation 
Sharing of personal feelings about group 
-
II 
" " " " " 
II II II II II 
" 
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BRIEF DESCRIPTION OF WHAT THE POl MEASURES 
Your profile on the Personal Orientation Inventory (POI) shows the degree to which your attitudes 
and values compare with those of self-actualizing people. A self-actualizing person is one who is 
more fully functioning and who lives a more enriched life than does the average person. Such a person 
is developing and utilizing his unique talents to the fullest extent. It is generally agreed that a self-
actualizing person might he seen as the desired result of the process of counseling or psychotherapy. 
The interpretationofyour scores falls into twogeneralcategories, the ratio scores and the profile 
scores. If your ratio scores are close to the scores that self-actualizing persons make, you may 
consider your values and attitudes, as measured by the POI, to he similar to these people. Your 
profile scores will further help you to compare yourself with self-actualizing people. 
RAnOSCORIS 
lmerp•olallon of tho T1 • Tc Ratio 
In order to understand the Time Incompentent - Time Competent ( Tr - TC) ratio, it is of help to 
consider time in its three basic components -- Past, Present, and Future. 
The TI ( Ttme Incompetent) person is one who lives primarily in the Past, with guilts, r~ets, 
and resentments, and/or in the future , with idealized goals, plans, expectations, predictions, and 
fears. 
In contrast to the Tr person, the Tc (Time Competent) person lives primarily in the Present 
with full awareness, contact, and full feeling reactivity. Because it is known that the self-actualizing 
person is not perfect, be is understood to be partly Tr and partly T c. His Tr - T c ratio is, on the 
average, 1 to 8. His ratio shows that he therefore lives primarily in the Present and only secondarily 
in the Pnst or Future. 
If your score is significantly lower than 1 to 8, for example 1 to 3, this suggests that you are more 
time incompetent than the self-actualizing person. If your score is above 1 to 8, for example 1 to 10, 
this suggests that you are excessively time competent and this may perl'.apa reflect a need .to appear 
more self-actualized than you really are. · 
lnlorprotalion of tho 0. I Ratio 
In orde:-tounderstand your score on the Support (Other- Inner) ratio, oneshouldfirst understand 
that the self-actualizing person is both "other-directed" in that he is dependent upon and supported by 
other persons' views, and be is also "inner-directed" in that he is independent and self-supportive. 
The degree to which he is each of these . can be expressed in a ratio. The 0 - I ratio of a self-
actualizing person is, on the average, 1 to 3, which means that he depends primarily on his own 
feelings and secondarily on the feelings of others in his life decisions. 
If your score is significantly higher than 1 to 3, that is 1 to4 or above, it maybe that this indicates 
an exaggerated independence and reflects a need to appear "too self-actualized" in responding to the 
POI. On the other hand, if your score is lower than 1 to 3, io.r example 1 to 1, it would suggest that 
you are in the dilemma of finding it difficult to trust either your own or others' feelings in making 
important decisions. 
PROFILE SCORES 
On the Profile Sheet, short descriptions of each of the sub-scales are shown which describe high 
and low scores.. In general, scores above the average on these scales, that is, above the mid-line 
shown by a standard score oi 50, but below a standard score of 60 are considered to be most cluu:ac-
teristic oi self-actualizing adults. The closer your scores are to this range, the more similar are 
your responses to the POI responses given by self-actualizing people. The further below the score 
50 your scores are, the more they represent areas in which your responses are not like those of self-
actualizing people. If most of your scores on the profile are considerably above 60, you may be 
presenting a picture of yourself which is "too" healthy or which overemphasizes your freedom :md 
self-actualization. Your counselor can discuss the psychological rattonale of each scale in greater 
detail with you. 
The ratings from this inventory should not be viewed as fixed or conclusive. Instead they should 
be viewed as merely suggestive and to be considered in the light of all other information. The 
Pe-rsonal Orientation InventonJ is intended to stimulate thought and discussion of your particular 
attitudes and values. Your profile Will provide a starting point for further consideration of bow you 
can achieve greater personal development. 
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FIRO-B 
"' 
WILLIAM C. SCHUTZ. Ph.D 
DIRECTIONS: This questionnaire is designed to ex-
plore the typical ways you interact with people. There 
are, of course, no right or wrong answers; each person 
has his own ways of behoving. 
Sometimes people are tempted to answer questions 
like tbese in terms of what they think a person should 
do. This is not what is wonted here. We would like 
to know how you actually behove. 
Some items may seem similar to others. However, 
each item is different so please answer each one with-
out regard to the others. There is na time limit, but do 
not debate tong over any item. 
NAM~------------------------------------------
GROUP ______________________________________ _ 
OAT AG~--------------
MAL FEMAL.~----------
C A 
CONSULTING PSYCHOLOGISTS PRfSS, INC. 
577 College Avenue, Palo Alto, California 94306 
·'(;} Copyright 1957 by WiiHom C. Schutt. Published 1967 by Cof'lulting P•yc!oologJSI~ Press. Ail dgMs-
. Jeserw&d:w-. This te1t, or QOrt-1. thereof,. moy not' be reproduced in- any .form. wftho"'t PM mission of 'h~ pubfi"Si'ter .. 
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For each statement below, decide which of the following answers best applies to you. Place the 
number of the answer in the box at the left of the statement. Please be as honest as you can. 
1. usually 2. often 3. sometimes 4. occasionally 5. rarely 6. never 
D 
D 
D 
D 
D 
D 
D 
D 
I. I try to be with people. 
2. I let other people decide what to do. 
3. I join social groups. 
-1-. I try to have close relationships with 
people. 
5. I tend to JOtn social organizations 
when I have an opportunity. 
6. l let other people strongly influence 
my actions. 
7. I try to be incluued in informal social 
activities. 
8. I try to have close. personal relation-
ships with people. 
D 
D 
D 
D 
D 
D 
0 
9. I try to include other people in my 
plans. 
l 0. I let other people control my actions. 
I I. I try to have people around me. 
12. I try to get close and personal with 
people. 
I 3. When people are doing things together 
I tend to join them. 
14. I am easily led by people. 
15. I try to avoid being alone. 
D 16. I try to participate in group activities. 
For each of the next group of statements, choose one of the following answers: 
1. most 2. manv 3. some 4. a few 5. one or two 6. nobody 
people people people people people 
D 17. I try to be friendly to people. 
D 18. I let other people decide what to Jo. 
D 
D 
D 
D 
19. My personal relations with people are 
cool and distant. 
::o. I let other people take charge of 
things. 
21. I try to have close relationships with 
people. 
"" I let other people strongly influence 
my actions. 
D 23. I try to get close and personal with 
people. 
D 24. I let other people control my actions. 
D 25. I act cool and distant with people. 
D 26. I am easily led by people. 
0 27. I try to have close. personal relation-
ships with people. 
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For each of the next group of statements, choose one of the following answers: 
1. most 2. many 3. some 4. a few 5. one or two 
· people people people people people 
6. nobody 
0 28. 
0.29. 
I like people to invite me to things. 
I like people to act close and personal 
with me. 
0 
0 
0 
D 
30. I try to influence strongly other peo· 
pie's actions. 
3 I. I like people to invite me to join m 
their activities. 
32. I like people to act close toward me. 
33. I try to take charge of things when I 
am with people. 
0 34. I like people :o include me in their 
activities. 
0 
.. 
0 
0 
0 
0 
35. like people to act cool and distant 
toward me . 
36. I try to have other people do things 
the way I want them done. 
37. I like people to ask me to participate 
in their discussions. 
38. I like people to act friendly toward 
me. 
39. I like people to invite me to partici-
pate in their activities. 
0 40. I like people to act distant toward me. 
For each of the next group of statements, choose one of the following answers: 
1. usually 2. often 3. sometimes 4. occasionally 5. rarely 6. never 
0 41. I try to be the dominant person when D 48. I like people to include me in their I am with people. activities. 
D 4:Z. I like people to invite me to things. 0 49. I like people to act close and personal with me. 
0 43. I like people to act close toward me. D 50. I try to take charge of things when I'm with people. 
D 44. I try to have other people do things I D 51. I like people to invite rae to partici-want done. pate in their activitie:s. 
D 45. I like people to invite me to join their 0 activities. 52. I like people to act distant toward me. 
D 46. I like people to act cool and distant D 53. I try to have other people do things toward me. the way I want them done. 
D 47. I try to influence strongly other peo- D 54. I take charge of things when I'm with pie's actions. people. 
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